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For the last four decades, there has been a global trend towards introducing English (or other 

additional languages) from the earliest years of compulsory education (Enever, 2018) which has 

led to a developing research agenda. Large-scale surveys (Emery, 2012; Garton, Copland & Burns, 

2014; Goto Butler, 2009; Rixon, 2000, 2013) have given a specific account of policy 

implementation and contextual conditions for younger children EFL learning) provision.  

 

This study is concerned with primary EFL teacher cognition. It aims to give a local picture by 

analyzing three Mexican teachers’ classroom work in a private school and their conceptualization 

of that work. 

 

Research activity indicates the importance of the teacher and classroom environment in 

supporting learning, outcomes and therefore, policy sustainability (Enever, 2011). Recognizing the 

centrality of the teacher in young learner classrooms accords importance to investigating the 

knowledge, beliefs and understandings that underpin teachers’ decision-making and practice.  

 

This study investigated the Language Teacher Cognition (LTC) and Personal Practical Knowledge 

(PPK) of three EFL in-service primary teachers in a Mexican primary school. These case studies 

conducted over thirteen months documented teachers’ beliefs and experiential knowledge and 

how these related to their daily classroom practice. Qualitative data collected through class 

observation plus pre- and post-observation interviews allowed for detailed analysis of a) the 

expression of LTC and PPK, b) teachers’ classroom practices and c) the relationships between LTC, 

PPK and practice. The study found that these teachers’ experiential knowledge adjusts and 



 

 

develops to respond to both the urgencies of daily educational situations and to the challenges 

posed by contextual factors. It showed that teaching practices were underpinned by LTC and PPK 

relating to FL learning but also to more fundamental views which recognize the importance of the 

child, inclusion and a sense of a rich educational experience. It confirmed that primary EFL 

teachers’ PPK, LTC and practice are complex and situated, influenced by a myriad of factors such 

as their personal history as EFL learners, teacher education, beliefs, values, moral concerns and 

teaching goals.  
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  Introduction  

This research is about primary EFL teacher cognition. It is concerned with how EFL primary 

teachers conceive their daily teaching practice.  

As advanced in the Abstract, the teaching and learning of EFL in primary classrooms expanded 

exponentially worldwide in the last five decades (Enever, 2015) due to the international trend of 

having children start learning foreign languages at school earlier than before (Rixon, 2013). This 

sudden change in the landscape of language teaching and learning brought about the prolific 

production of empirical work by applied linguists and language education specialists. Many of 

these research efforts were focused on documenting trends in primary teaching around the world 

through global surveys complemented, in many cases, with in-depth interviews to primary school 

teachers and heads, and classroom observations (Emery, 2012; Enever, 2011, 2018; Enever, Moon 

2009 & Raman; Garton, Copland & Burns, 2011; Rixon, 2000, 2013, 2015). 

These studies provided a macro view, as well as more detailed local pictures of certain 

characteristics of foreign language teaching and learning (mainly English) in primary school, such 

as teacher qualifications and practices, educational policy, curriculum and starting age. There has 

also been progress in identifying some of the conditions in which an early start in foreign 

languages at school can be favourable. These pieces of research will contribute to a better 

understanding of non-specialist stakeholders and the society in general that an early start per se 

will not bring the expected results in language proficiency (Enever, 2015; Hayes, 2014; Johnstone 

2002, 2009; Muñoz, 2009). Nevertheless, research on different aspects of young learner 

(henceforth YL) teaching and learning still seems to make a tapestry of the field with few pieces 

covering each of its main subfields and cannot provide a complete picture of YL teaching and 

learning yet. 

From the many subfields of YL teaching and learning that needs further research, it was selected 

one as the topic of this Ph.D. thesis: the underpinnings of in-service EFL primary teacher practices. 

This study aims to document the experiential knowledge of three in-service teachers that work in 

private primary school, through the analysis of their narratives about their classroom practices. 

While there is a great demand of primary EFL globally (Copland & Garton, 2014; Enever et al., 

2019; Garton et al., 2011; Rixon, 2013), there is a scarcity of knowledge of how EFL in-service 

teachers deal with the complexities of their jobs in their specific contexts.  
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As an applied linguistic professional, I felt interested in this topic because I understand there is a 

great need for exploring and understanding better the subtleties of teaching EFL in a young 

learner classroom today. It is my stance that EFL YL teachers develop a very complex work that 

not only has to do with teaching content subject matter (Bland, 2019), but also with educating 

children more broadly which includes different spheres such as world knowledge, social 

behaviour at school and literacy skills. Besides, YL teachers need to be knowledgeable of 

children’s developmental stages to accompany them in the many changes they go through 

physically, emotionally, socially and intellectually. 

My personal interest in this topic comes from my professional work as a young learner teacher 

and as a novice teacher educator. My brief experience as a teacher educator of in-service EFL 

primary teachers showed me the complexities of this role and the need to acquire theoretical as 

well as experiential knowledge of teachers' conceptualization of their daily work to set a common 

ground on which to communicate more soundly. In addition, I have always been interested in 

studying the underpinnings of practice of in-service primary teachers and, particularly, of teachers 

who do not hold university SLTE credentials and who deliver the EFL courses using textbooks as 

the program because this seems to be the most common scenario in private Mexican primary 

school EFL courses. 

In this thesis, the term ‘Primary’ refers to the five or six years of (compulsory) schooling children 

go through between the ages 5 or 6 to 11 or 12.  Primary ages coincide with young learners (YL) 

ages, hence, both terms will be used equally. 

1.1 Aims, rationale and possible contributions of the study 

The introduction of teaching foreign languages (mainly English) from the earliest phases of 

compulsory schooling unveiled several issues which need urgent attention and further research. 

For example, it showed a dearth of foreign language (henceforth FL) teachers and, more 

importantly, a scarcity of teacher education programs designed specifically for teaching FL to YL. 

Consequently, many different FL professional profiles can be found among in-service FL primary 

teachers which also generated a debate about the kind of professional profile that would be 

adequate for teaching FL to YL at school: generalists or specialist FL teachers? (Graham, Courtney, 

Marinis & Tonkyn, 2017; Sharpe, 2001) 

The global surveys mentioned above provided invaluable information mainly about trends in 

primary FL teaching. However, it seems essential, to explore as well, in-service teachers' 

perspectives about their pedagogical daily work in the classroom which could provide first-hand 

information about several crucial matters: the way they develop the FL syllabus, how they 
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manage the educational policy their institution is immersed in, the kinds of teaching practices 

they apply and their underpinnings, the continual professional development that could be useful 

for them, their view of students, just to mention a few. Hence, this study aims to document the 

way three in-service EFL primary teachers conceptualize their teaching practice in the specific 

institutional context where they work by applying a bottom-up perspective in which the 

participants’ narratives inform the researcher. Being EFL in-service teachers such important pieces 

in the application of educational policy, it is relevant to get acquainted with real teachers’ work.  

Within a YL language teacher cognition (onwards LTC) perspective, it is relevant to explore the 

mental world and the institutional context that drives primary in-service EFL teachers' decision 

making. Some LTC researchers have concentrated on studying in-service teachers' mental lives to 

discover the rationale of their practices. However, much of this work aimed to discover teacher 

beliefs and also to verify the application or suspension of them in their actual teaching practices 

(henceforth TP) (Kubanyiova, 2015) and to describe what teacher knowledge is made of (Woods, 

1996). Beyond the inarguable contribution of these kinds of inquiries to the areas of LTC, language 

teacher education and language pedagogy, it also seems important to explore what underpins in-

service EFL primary teachers’ teaching practices in their day to day practice. Contextual factors as 

diverse as the kind of teaching material they use, the students’ characteristics or the educational 

policy that is being applied may have an impact on the way teachers shape their TP which has not 

been studied yet.   

The possible contributions of this study can be framed in three specific fields of YL teaching: LTC, 

Second or foreign language teaching education (onwards SLTE) and primary EFL pedagogy. Firstly, 

the documentation and analysis of the three participants' classrooms narratives about the 

underpinnings of their practice could contribute to the quite unexplored area of EFL primary LTC. 

More precisely, this research aims to give portraits of how the psychological sphere of these three 

primary in-service teachers guides their daily classroom work.  

Secondly, as mentioned above, the participants have a quite common professional profile 

worldwide characterized by knowledge of English, a lack of specific education about teaching YL, 

and very limited knowledge about teaching languages. Hence, the study will inform about the 

kinds of underpinnings of their TP and the kinds of practices they apply, which aspires to 

contribute to the SLTE area.  In other words, education stakeholders, such as policy makers and 

school heads could benefit from the findings of this investigation by getting acquainted with the 

kind of pedagogy, beliefs, teaching constraints the participants experience in this local context. 

Thirdly, the analysis of the participants’ TP aims to contribute to the area of primary EFL teaching. 

This longitudinal study findings will provide a detailed description of three in-service teachers’ 
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pedagogy. this line of thought, it is important to notice that another peculiarity of the context of 

this study that is common to other contexts in private and public education regards the use of a 

textbook as the main tool to teach the primary courses (Edelenbos, Johnstone & Kubanek, 2006; 

Howard et al., 2016; Ramírez et al., 2012). Hence, some of its findings may contribute to the area 

of primary EFL pedagogy by documenting the participants’ perspectives and use of the 

institutional chosen teaching materials for the EFL primary courses. Last, as the study is 

contextualized to give the rich picture, it shows an example of how specific contextual factors can 

shape primary EFL teaching practice.  

1.2 Research questions 

This is a qualitative case study drawing on a Personal Practical Knowledge (henceforth PPK) 

perspective of narrative inquiry. Its purpose is to investigate about the LTC and PPK of three primary 

in-service EFL Mexican teachers. It will try to answer the following research questions: 

Research question 1 

What kinds of teaching practices are observed in the participants’ EFL lessons?  

Research question 2 

What do the participants’ narratives about the underpinnings of their practice reveal about their 

Language Teacher Cognition and Personal Practical Knowledge? 

Research question 3  

What are the main tensions between the participants’ PPK and their actual teaching practices? 

1.3 Overview of the thesis 

The objective of Chapter 2 is to present the Mexican educational system. On the one hand, it 

describes the different levels of compulsory education (kindergarten, primary, secondary and 

'preparatoria’ (or high-school) and, on the other hand, it describes the development of foreign 

language teaching at school to give a framework to the current EFL primary courses which are the 

context of this Ph.D. study. Chapter 3 develops the theoretical framework that will sustain this 

investigation. It first presents a brief summary of global EFL primary teaching to set the 

background to the professional profile and the kind of pedagogy applied by the participants of 

this research. Secondly, the theoretical and methodological framework (Language teacher 

Cognition and Personal Practical Knowledge) within which this project lies is treated in detail. 

Thirdly, the specific concept of teacher practices that will be used in this research is explained to 

show the complexity of EFL primary teachers’ daily work. 
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Chapters 5, 6 and 7 present the data analysis of each of the participants' case studies to answer 

the research questions of this research. These chapters share a similar structure that comprises 

the analysis of the cases through the approaches of main topics addressed in the literature review 

guided by the themes that emerged in the data. Last, Chapter 8 presents the research findings, 

implications and limitations and the conclusions of the study. 
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 Background to the study 

2.1 Introduction 

As stated in the introductory chapter, the main purpose of this study is to investigate three 

primary EFL Mexican teachers’ LTC and PPK. In the first part of this chapter, the Mexican 

educational system will be described broadly to set the background to school-based EFL Mexican 

programs. Secondly, instructed EFL learning at school will be dealt with. Last, this chapter will 

describe Mexican primary EFL programs, Mexican EFL primary teachers’ professional profiles and 

the role of educational institutions in family life. All the above will provide the background to the 

study participants’ biographies and the research field: a private primary school located in Mexico 

City. 

2.2 The Mexican context 

Mexico has a population of about 120 million people. Ninety percent of the population speaks 

Spanish and the remaining 10 % speaks one of the sixty-eight aboriginal languages (SEP, 2015). It 

has the largest population of aboriginal speakers in Latin America and possesses the highest 

cultural diversity in the American Continent (Terborg, García Landa & Moore, 2006). 

Unfortunately, in contrast with this great diversity, there is as well, great social inequality 

apparent in the fact that about half the Mexican population is poor (43.6%) or extremely poor 

(7.6%) (CONEVAL, 2016). In Mexico, poverty is measured officially by attending to the interplay of 

nine indicators which include: personal income, access to health, to social security services and 

education and paved roads (CONEVAL, 2018). 

2.3 The educational system 

The Mexican Educational system comprises three educational subsystems: basic education, which 

encompasses kindergarten, primary and secondary school; upper-middle education (called 

‘preparatoria’ and equivalent to the last three years of secondary school in other educational 

systems), and higher education. 

The government provides free education at all levels and establishes that basic education plus 

upper-middle education are compulsory (Diario Oficial de la Federación, 1993). Students of public 

and private schools receive the books necessary to cover the National curriculum for free. These 

books are designed by pedagogy experts of different subjects hired for that purpose by the 
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Secretariat of Education (SEP). The only exception being EFL books which are designed by 

international editorial houses.  

Mexico tries to apply an inclusive system of education. Among other things, this means that 

children who have a disability can attend most public or private schools (Ley General para la 

inclusión de las personas con discapacidad, 2011). This educational model proposes that schools 

have itinerant specialised teachers to attend SEND students and orientate parents and teachers 

about their special needs (SEP, Educación especial). However, it seems that this measure stayed 

just on paper and that children with special needs do not get any kind of regular specialist’s 

attention at school; it is the generalist and the specialist teachers (P.E., FL, etc.) who need to 

figure out how to deal with providing them education, while attending at the same time, the 

students without special needs.  

SEND students can also attend special education schools called CAM (literally, Centre of Multiple 

Attention). There, they can get preschool and primary education and older students (15 to 22 

years old) can also learn a trade. 

The Mexican government is making a considerable effort to comply with the recommendations 

about how to improve the quality of education at Mexican schools suggested by the OECD (2010). 

However, even though there have been considerable improvements in the last decade  (for 

example, in graduation rates in upper secondary and gender parity in enrolment at all educational 

levels), this has yet to raise attainment (OECD, 2018) -in the 2012 Programme of International 

Student Assessment (PISA) test report Mexico got the lowest score among the sixty-five countries 

being evaluated (OCDE, 2013). 

According to the SEP, the Mexican educational system can be described as "traditional" and one 

which sees teachers as transmitters of an officially prescribed set of contents (SEP, 2016). 

Educational researchers agree with this view. For example, Cecilia Fierro (2016) states that the 

results of twenty years of research in Mexican educational institutions point to the fact that the 

Mexican school system has a traditional base in which the form became the content. By this, she 

means that constant teachers' efforts to comply with educational policy mandates and frequent 

reforms ("the form") do not allow them to teach and plan according to the realities and 

educational needs they perceive in their classrooms and school communities. In addition, she 

highlights the urgency of the Mexican educational system to recognise the school from the inside 

and from the bottom (teachers and their classrooms) to discover the kind of change needed in the 

Mexican educational system. In this line of thought, she and other Mexican educational 

researchers, also call for the urgent need to reposition teachers socially. They mean that teaching 
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used to be a very valued profession, but currently, teachers do not have such a social position 

anymore (Alaníz Hernández, 2017; Fierro, 2016; Hayes, 2014).  

In 2012 an educational reform was announced by the SEP. It started with a review of the 

educational system and continued with the announcement of a new educational model 

(“Educational Model 2016”). It was stated that this new model would allow more flexibility in the 

delivery of the national curriculum and that it would trust teachers’ expertise in the delivery of 

contents which would allow adjustments to the curriculum according to the needs of different 

learning communities (urban, aboriginal, rural) from different contexts. Researchers who study 

the Mexican educational system state, though, that the many educational reforms that have been 

launched over the years have not had a real impact on changing the way education is delivered 

(Alaníz Hernández, 2017; Fierro, 2016). This is mainly because Mexican educational reforms are 

top-down measures that teachers need to apply even if they have not been informed well enough 

about how to apply them (Díaz Barriga & Inclán Espinosa, 2001). This is what Fierro (2016) 

humorously refers to when she says that Mexican traditional education remains the same despite 

the endless reforms: “Reforms come and go: the reform of the reform, reformed.” 

2.4 Mexican public and private schools 

In Mexico, education is divided into public and private schools, depending on the source of 

funding. In the school year 2016-2017, there were more than 25 million students enrolled at 

schools. The great majority (about 23 million) attended state schools and the remaining 2.5 

million attended private schools (SEP, 2016). Whether public or private, all basic education 

schools must follow the national curriculum designed by the SEP. However, private schools usually 

ask for additional books (besides the ones students get for free from the SEP) and offer more EFL 

hours than the public schools.  

Historically, the main advantages students from private institutions seemed to have over students 

from public institutions were resources and provision: they got FL classes (or more hours of them) 

and computer labs, but currently, public schools can offer both. The (PISA) test report in 2012, 

showed there was no difference in the scores obtained by private and public schools of similar 

socioeconomic backgrounds (OCDE, 2013). EFL also showed no differences in attainment between 

public and private schools. After at least six years of instruction (three years in secondary and 

three in ‘preparatoria’), students tend to have reached only beginner lever regardless of the type 

of school they attended (González Robles, Vivaldo Lima & Castillo Morales, 2004). 
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2.5 Language teaching in the National curriculum of primary 

As mentioned above (section 2.2), Mexico is a multilingual country which makes the matter of 

national language provision at kindergarten and primary school a very complex issue. For the last 

twenty years, Mexico has tried to develop a multilingual educational system where students 

receive education in their mother tongue in kindergarten and lower primary (the first three 

grades of primary). Hence, currently, the primary National Curriculum has three subjects in the 

section of language and communication: the mother tongue (which comprises either Spanish for 

Spanish speakers or any of the aboriginal languages for the aboriginal students), Spanish as a 

second language (for aboriginal students) and EFL for all students. In many cases, these 

regulations stay on paper and are not applied thoroughly. For example, since there are not 

enough generalist teachers of aboriginal languages, many aboriginal children are still taught in 

Spanish (Hamel, 2001). Another example is that at the time of writing this thesis, the national EFL 

programs had not reached all public schools. 

2.6 EFL provision in primary public schools 

In Mexico, foreign languages (mainly English but also French and Italian) have been a part of the 

secondary school curriculum for more than seventy years (Donoghue, 2015). However, as in other 

Latin American countries, EFL courses expanded in Mexico while the other foreign languages 

tended to recede (British Council, 2015; Giménez, 2009). 

Currently, Mexico is following the international trend of having children start learning foreign 

languages at public schools earlier than before. A literature review on this topic shows that there 

are some global challenges regarding these EFL programs which also apply to the Mexican 

context: the shortage of qualified teachers for the specific age ranges of primary and kindergarten 

(Sayer, Mercau & Blanco, 2013), the increase of compulsory EFL programs at primary school and 

the lowering of the children’s starting age to five years old are pointed in several sources 

(Cameron, 2003; Emery, 2012; Enever, 2011; Enever et al., 2009; Garton et al., 2011; Giménez, 

2009; Rixon, 2013). 

Additionally, it is also observed that it is being difficult to sustain and expand the provision of EFL 

courses in most regions, as well as to plan the transition of primary students with different EFL 

levels into secondary school (Cameron, 2003; Emery, 2012; Enever, 2011; López de Anda, 2013; 

Ramírez, Pamplón & Cota, 2012; Rixon, 2013). 

Regarding primary school, in the last forty years, several EFL programs emerged independently in 

about twenty of the thirty-two Mexican states (Ramírez Romero, 2013; Ramírez Romero & Sayer, 
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2016; SEP, 2010). Besides those programs, since the beginning of this century, a few successive 

national English programs for primary (Inglés Enciclomedia, PNIEB and PRONI) have been 

implemented, which shows the government’s intentions of providing EFL courses in basic 

education earlier than before. 

A brief review of those three EFL programs will be given here to show the sequence of attempts 

of public schools EFL primary programs, in contrast to the more stable EFL provision in private 

schools. Firstly, in the school-year 2005-2006, the government launched the program Inglés 

Enciclomedia in sixth grade of primary school, consisting of software and a set of materials that 

the homeroom teacher had to cover every week in two fifty-minute sessions. Its main goal was 

that students had first contact with English. The software program included digitalized contents of 

all the subjects for fifth and sixth graders, and links to multimedia resources (Ramírez Romero & 

Sayer, 2016). Nevertheless, the Enciclomedia project ended in 2011 and, according to Ramírez 

Romero and Sayer (2016), although the teaching materials were attractive, it did not thrive due to 

two main reasons. Firstly, because the software was not enough for the generalist teachers and 

students to learn English without any additional guidance and support and, secondly, because 

many of the generalist teachers who did not know English were not able to provide appropriate 

feedback to students nor to detect students' learning needs. 

 Secondly, in 2012 the Federal Government launched a very ambitious national EFL program 

called Programa Nacional de Inglés en Educación Básica (PNIEB) (National English Program in Basic 

Education) which subsumed the previous state English programs (SEP, 2010). Its importance 

needs to be highlighted because its structure and main goals prevail although the program 

changed its name more than once.  

In Mexico, since the reform of 2009, the national curriculum for all subjects in primary was 

framed in a sociocultural approach based on Vygotskyan's learning theories. Hence, in alignment 

with this view, the curriculum for teaching languages (the mother tongues and EFL) was designed 

following a method called ‘social practices of language’ that revolve around three axes: family and 

community, academic and educational, and literary and ludic. Besides, the EFL program enlists the 

specific competencies, content and products students should work on for teachers to plan, teach 

and evaluate accordingly (Ramírez et al., 2014). It is worth mentioning that according to Peter 

Sayer, one of the educators in charge of evaluating the implementation of the PNIEB, the fact that 

this program is structured in a list of competencies permits its adaptation to different learning 

contexts such as rural, urban, bilingual or multilingual (Sayer, 2014). Besides, the learning 

objectives are stated in quite an open way, allowing teachers to adjust them to their students' 

profiles.  
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To implement the PNIEB a coordinator was assigned in each of the Mexican states. The PNIEB 

proposed the delivery of EFL classes from the third grade of kindergarten (five-year-olds) to the 

third grade of secondary (15-year-olds) (1060 hours in total). It was planned to offer three 50-

minute-periods of EFL sessions a week and it was expected that in the third grade of secondary, 

students would reach B2 level of the Common European Framework of Reference for Languages 

(CEFR). The program is divided into four cycles. The first cycle aims to acquaint the children with 

the foreign language and the remaining three, proficiency in English (SEP, 2010). 

Figure 1: PNIEB organization in cycles (SEP, 2010) 

 

 

As stated before, the PNIEB was designed considering the levels of attainment of the CEFR, as 

follows: the level A1 was planned to be achieved at the end of fourth grade of primary; A2 by the 

end of primary (sixth grade) and B1, by the end of the third grade of secondary. 

Figure 2: Expected levels of attainment of the CEFR (SEP, 2010)  

 

The general purpose of the PNIEB as stated by SEP (2010) Curricular Foundations is:  

(…)  for students to get the necessary knowledge to engage in social practices with 
spoken and oral language to interact with native and non-native English speakers 
through specific activities with the language. That is, by using activities that involve 
production and interpretation of oral and written texts –of a familiar, academic and 
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literary nature– the students will be able to satisfy basic communication needs in 
different every day, familiar, and known situations. (p.21) 

One of PNIEB’s main announced goals was to reduce the disparity between private and public 

schools (SEP, 2010). However, despite the fact the PNIEB was planned to offer national coverage 

by 2020, in December 2014 it stopped being a federal program and became a state program. This 

change implied that each state needed to find the resources to continue with it. Last, in January 

2016, the program changed its name to National English Program (or PRONI by its initials in 

Spanish: Programa Nacional de Inglés) and once again, the funds were provided by the Federal 

Government, but only to the schools that decided to apply for it and were able to follow certain 

procedures to obtain those funds (Ramírez Romero & Sayer, 2016).  

Nevertheless, up to 2015, the official information about the implementation of the PNIEB showed 

that it had reached 35% of the Mexican students: 

The data below was sourced from the Secretariat of Public Education showing the 
number of schools and students participating in the programme. Overall only 18% of 
schools are currently participating in the programme; 15% of preschools, 17% of 
primary schools and 45% of secondary schools. These data show of the 19.3 million 
school students in Mexico 35% are participating in the programme, 27% at preschool 
level, 27% at primary school level and 61% at secondary school level. In real terms, 
6.7 million Mexican students are participating in the National English Programme in 
Basic Education (British Council, 2015 a: 22). 

It needs to be stated that, currently, there is little official information about the current state of 

the implementation of (PRONI).  

It is important to complement this section with empirical evidence about the delivery of EFL 

programs in the Mexican primary public system. Ramírez Romero, Pamplón Irigoyen and Cota 

Grijalva (2012) published a study developed by university researchers in eleven Mexican states 

that collected data from ninety-six primary schools. They analyzed several features of 

stakeholders’ perception of previous state programs and the national program (PNIEB) which was 

launched in 2009. The analysis of interviews to school heads and English teachers showed that 

more than half of the participants interviewed were not acquainted with the programs nor with 

the teaching methodology they were expected to apply. Hence, in many cases, the books 

designed by editorial houses became the program teachers followed in the courses.  

Using books from editorial houses represented different challenges. First, because the delivery of 

books at schools was quite irregular and, consequently, sometimes they arrived late to schools or 

did not arrive at all, a global issue discussed by Copland, Garton and Burns (2014). Secondly, 

because the selection of books was based on the consideration of the amounts of benefits 
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editorial houses could provide such as training and free books for teachers and did not consider 

students’ profiles and level of English. An example of the latter is that six graders would get a 

“level six” or intermediate level coursebook regardless of the fact they were taking their first 

English course. 

Thirdly, because twelve editorial houses produced different sets of teaching materials and, in 

many cases, those sets were not aligned with the teaching approach established in the program. 

Publishers did not understand the sociocultural approach underlying the PNIEB (Sayer, 2015) and 

consequently, the books they produced were not a source of support or training regarding how to 

apply the mandated teaching methodology, a role of teaching materials advocated by Hutchinson 

and Torres (1994). 

Another relevant feature is that working conditions for the English teachers have been difficult. 

The fluctuation and instability of the PNIEB and PRONI resulted in that unless EFL teachers 

obtained a permanent contract (‘una plaza’), their position remained subject to the continuity of 

the programs, which has caused a constant rotation of teachers.  92% of the teachers worked on 

non-union temporary job bases and late payments were not uncommon in several states (Ramírez 

Romero & Sayer, 2016:15).  It is worth stating that these results coincide with a previous study 

carried out in the Mexican State of Nayarit (Alcántar Díaz, Navarro Téllez & Moreno Villalbazo, 

2014).  

To conclude, the Mexican educational policy has been proposing programs and strategies to 

extend the provision of English nationally. However, its implementation was problematic not just 

due to a dearth of qualified teachers but also to regular shifts in policy; since its implementation 

in 2012, there have been considerable reverses and educational changes and reforms which made 

the panorama uncertain. Specialists who have been part of the implementation and evaluation of 

the PNIEB attributed its irregular development and lack of continuity to the fact that the PNIEB 

and the other programs that followed were neither sustained nor sheltered by a specific national 

language policy. On the contrary, EFL programs became politicized and consequently, dependent 

on groups or parties in power (Ramírez Romero & Sayer, 2016; Sayer, 2015). 

2.7 EFL provision in private primary schools 

As in most countries, in Mexico EFL provision in private schools vary from fully bilingual programs 

in which students study the curriculum in English and Spanish, to programs that offer EFL lessons 

for about one or two hours a day. In the next section, these two kinds of EFL provision systems 
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will be described briefly to provide the framework to the school site where this study was carried 

out.  

Private EFL provision is becoming more widespread globally due to economic and social drivers 

(Enever et al., 2009) and Mexico is not an exception: about a tenth of Mexican students attend 

private schools (Davies, 2011). Most Mexican parents value education highly as a means of 

perceived social mobility; hence, they are interested in having their children study EFL because 

they think this will help their children get better jobs (Terborg et al., 2006). Consequently, many 

Mexican parents from lower socio-economical strata will ‘sacrifice’ to give their children the best 

education they can provide. This could mean spending considerable amounts of their earnings in 

sending them to private schools or language schools where they believe they will learn EFL better, 

a fact that was reported about other international contexts (Enever et al., 2009). 

It is relevant to state that in the literature, there was no published research about the teaching of 

English in Mexican primary private schools. Therefore, the information reported here was 

gathered through my own experience as a parent, teacher or researcher in several private 

Mexican schools during the last twenty-four years.  

Firstly, most private schools have always offered FL classes (mainly English), but about 20 years 

ago, following the global trend, they gradually started to offer more hours of English lessons from 

one or two a week to one or more a day. Secondly, the EFL teaching methodology applied in 

private schools vary. Big schools usually hire an English coordinator who is in charge of selecting 

the teaching materials and the teaching methodology teachers must apply. As will be explained in 

the next section, most private schools’ EFL courses are delivered from the textbook series 

produced by international editorial houses and therefore, it is not unusual that primary teachers 

follow the teaching guidelines from those textbooks to deliver the courses. 

Thirdly, before the PNIEB, primary schools could be completely autonomous regarding how they 

planned the English courses because this was an additional subject that primary public schools did 

not offer and consequently, it was not nationally ruled. After the PNIEB the panorama changed 

slightly; private schools needed to acknowledge the national EFL curriculum when planning their 

EFL courses. By this, it is meant that teachers were asked to adjust their planning to the EFL 

contents of the national program, in case a SEP inspector visited the school. Nevertheless, they 

adjusted their planning on paper and continued with their usual way of delivering the courses 

which resonates with “the relabelling of continuing old practice with the new terminology” 

acknowledged by Rixon (2017: 79) as a case of reforms that do not reach classroom practice.  
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As was seen in the previous section, the ambiguous management of the PNIEB occurred both in 

public and private schools which seems to be a sign of problematic or faulty dissemination of 

government policy (Rixon, 2017).  

A concluding remark is that the autonomy Mexican private schools have in managing their EFL 

programs gives parents more certainty about EFL courses because concurrently with the many 

changes the SEP proposes along the years, and mostly, at the beginning of each presidential 

period, private schools seem to offer greater stability in terms of the services.  

2.7.1 The role of the EFL textbook in Mexican private school 

courses  

The relevance of this topic to this thesis is that this is a study about the underpinnings of practice 

developed in a primary private school that uses the EFL textbooks as the course syllabi. It must be 

stated, though, that this study did not focus on the use of the textbook per se but on the 

underpinnings of the practices the participants wanted to showcase. 

As explained above (sections 2.6 and 2.7), English is taught as an additional subject in the Mexican 

primary curriculum. To deliver the classes, schools select a set of teaching materials from 

international editorial houses, which usually becomes the ‘de facto’ curriculum (Christiansen & 

Silva, 2016; Ramírez et al., 2012), a practice that is very common in many other contexts of the 

world (Edelenbos et al., 2006; Howard et al., 2016).  

Language-book selection is a complex activity that requires professional knowledge of several 

areas such as curricula, teaching methodology, subject content, pedagogy and students’ profiles, 

for which teachers may not be properly trained. It is a new area of research in applied linguistics 

referred to as “material development”, which comprises both guidelines and procedures for 

textbook design and evaluation and also, practitioners’ production, evaluation and adaptation of 

teaching materials (Tomlinson, 2012). Literature about primary school teachers’ selection and 

analysis of ELT materials is scarce and locally produced. For example, Radic-Bojanic and Topalov 

(2016) carried out a study about textbook analysis and assessment in Serbia concluding that 

teachers within the state school system are not prepared to choose, adapt and evaluate books 

accordingly to their students’ needs. Kirkgöz (2009) presents a Turkish study on teachers and 

students’ perceptions about three nationally approved teaching materials that were used in 

fourth grade and Nordlund and Norberg (2020) analyses the vocabulary input in seven textbooks 

used by YL in Sweden to try to find the pedagogical rationale that sustains vocabulary selection 

and practice. 
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The usual procedure for selecting of textbooks in Mexican educational institutions is that 

representatives from (international) editorial houses visit schools to show their catalogues of 

teaching materials and offer workshops to present the textbooks to school staff. Then, the English 

coordinator (when there is one) or the English teachers select the textbook. 

Language teaching materials used at Mexican private schools are usually composed of a set for 

the student (the student’s book and the workbook) and a set for the teacher, which includes the 

teacher’s book, tests, a CD or DVD. Currently, book series also offer internet platforms as a 

complement or a replacement of paper books.   

The role of language textbooks I observed (as a teacher, colleague and parent) in several private 

Mexican primary schools in the last twenty years coincides with several aspects of the role of 

textbooks described in the literature, which will be mentioned below. 

Firstly, the textbook gives structure to the language teaching and learning system (Sheldon, 1988) 

because it gives a secure framework that provides a route to deliver the course. The map or route 

serves not only the teacher, who will be able to develop the whole course from it and save 

planning time, but it will also be a means of accountability to other stakeholders (Hutchinson & 

Torres, 1994). In Mexico, a sign of this accountability is that school heads and parents will demand 

that teachers cover the books completely. This expectation imposes a certain pace to the course 

content delivery that may run independently from students’ learning pace and teachers’ teaching 

objectives. 

Secondly, textbooks are the basis of much of the language input learners receive in the classroom. 

Hence, class time is used mainly to explain the textbook contents, which provide the kind of 

language practice the students will take part in.  

Thirdly, textbooks can orientate teachers about contents and how to present and practice them. 

This is a facet of what Hutchinson and Torres (1994) referred to when they presented the 

textbook as an “agent of change”. Appropriate well-designed editorial houses teaching materials 

can provide teachers with language, pedagogy and methodological knowledge that can update 

teachers on new approaches to language teaching and learning. This is very important in the 

Mexican system due to the brief teaching education some in-service primary EFL teachers 

received (see section 2.9, below).  Although teachers can and do adapt activities to groups’ 

profiles or toheir own understanding of book series theoretical design, textbooks can implicitly or 

explicitly instil valuable pedagogy, methodology and language knowledge in teachers (Hutchinson 

& Torres, 1994). 
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2.7.1.1 Assessment 

In Mexico, language assessment at school is unclear. Most schools deliver the EFL courses and 

students usually pass them with passing grades, but parents do not have a way of knowing for 

certain their children’s level of achievement. For example, in the school where this Ph. D. study 

was developed, primary students are only evaluated through the eighteen tests provided by the 

textbook which correspond to each of the eighteen units of the coursebook. 

Only a few private schools offer their students courses for some of those benchmarked English 

certificates. To face this uncertainty, which is common both in private and public schools, parents 

who can afford it, sometimes send their children to additional EFL classes at private language 

institutes so they can study for international certificates such as the Preliminary English Test 

(PET), the Key English Test (KET) or the First Certificate in English (FCE).  

2.7.2 Bilingual international schools 

There is a small proportion of fully bilingual American or British schools in Mexico that offer an 

international certificate by the end of ‘preparatoria’ (Davies, 2009; Terborg et al., 2006). For 

example, in Mexico City, there are about thirteen of them out of three thousand seven hundred 

and eighty-three private schools in basic education (SEP, 2017a). Bilingual international schools 

follow both the Mexican official curriculum and an international program (the International 

Baccalaureate or the Global Assessment Certificate). 

Students usually start schooling in kindergarten with immersion programs in English. Occasionally, 

they have an extra year of schooling named “pre-primaria” (pre-primary) in which they go 

through a more intensive immersion in English to get ready to be partially or fully instructed in 

English (Terborg et al., 2006). Then, in primary, secondary and ‘preparatoria’, students are taught 

several subjects in Spanish and others in English. The students’ population comprises Mexican 

students that belong to well-off families and international students. Teachers of these schools are 

usually hired in international fairs abroad and come from different English-speaking countries 

such as Canada, Australia, New Zealand or England. 

Regarding the kind of education these schools offer, it can be stated that they present some of 

the key features of immersion programs presented by Murphy (2014): 

 Additive bilingual and bi-literacy development promoted through sustained enriched 

instruction in the two languages. 

 Language, content and culture are integrated. 
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 They are voluntary (parents choose to send their children there). 

Nonetheless, these programs differ from immersion programs as:  a) most teachers are 

Anglophones hired to deliver contents in English and who have minimal knowledge of Spanish and 

b) the curriculum is content-driven but is not necessarily is language attentive. 

2.8 The role of institutions in family life 

Middle-class families in Mexico have certain characteristics. One of them is that parents lean on 

institutions for their children’s education and care from an early age. Hence, children spend long 

hours at school, recreational or sportive institutions. This is partly due to the diversification of the 

family structure (single-parent families, children raised by the grandparents or other relatives, 

children raised by one of their parents and his or her spouse, etc.) and to the fact that most 

women have jobs.  

Besides the need for a safe place for their children, there is the belief that development occurs 

due to a result of school-learning. Even non-working mothers consider it important to send or 

accompany their toddlers to early stimulation sessions to enhance their early development (Mejía 

Aráuz, 2015). 

Research in Mexico has shown that school settings impose on children a life-structure with more 

restrictions compared to the kind of life children have in their family settings. At school, children 

spend several hours doing activities planned and organized by adults and among children of the 

same age. The kind of vertical interaction teacher-student in traditional school settings results in 

having students work individually most of the time which prevents them from participating in 

collaborative work or in the activities of the community they belong to (Mejía Aráuz, 2015).  

The last feature to be mentioned here is that, lately, children who live in cities are being left out of 

household tasks and their only duty is to do well at school (Mejía Aráuz, 2015). 

2.9 In service primary EFL teachers’ professional profiles 

Global surveys showed a dearth of qualified YL EFL teachers in many countries (Copland & Garton, 

2014; Enever et al., 2019; Garton et al., 2011; Rixon, 2013) and Mexico was no exception. This 

topic requires the analysis of local educational policies regarding the credentials for teaching at 

different educational levels at present and before the implementation of massive primary EFL 
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programs in public and private schools. As an introduction to this section, I will try to analyse the 

Mexican case. 

In Mexico, as in many other countries, English language teaching positions in institutions (from 

kindergarten to university) used to be held by people with many different profiles: native 

speakers with or without some kind of pedagogical training in language teaching, professional 

language teachers that held a university or normal school degree and people who had a certain 

knowledge of English.  

Fifty years ago, only a handful of Mexican tertiary institutions offered a degree in FL teaching. 

That is not the case anymore, but it must be stated that currently, the majority of those tertiary 

programs rarely include YL teaching preparation. 

Thirdly, educational policy stakeholders made adjustments at different times and announced the 

“new” requirements and credentials teachers must have to teach at different educational levels. 

For example, in the nineties, high-school in-service teachers of private schools who did not hold a 

university degree in language teaching were required to take a year-course training at the 

National Autonomous University (UNAM) to keep their posts.  

At present, all teachers must hold a B.A. or a normal school degree in the subject they will teach 

to get a teaching position in the educational system. 

Nevertheless, all the above implies that there still are in-service EFL language teachers who hold 

different professional profiles, including professionals whose initial university education did not 

belong to the area of language teaching.  

Fourthly, thirty years ago, it was common that school heads and English coordinators of private 

schools considered that anyone with some basic knowledge of English with or without 

pedagogical training could teach kindergarten, primary students and secondary students. 

However, as I tried to make clear in this section, the professionalisation of language teaching in 

Mexico is noticeable and the current educational policy does not support the hiring of 

practitioners that do not hold a B.A. in Language teaching. 

Last, when the massive implementation of kindergarten and primary EFL courses started in 2011, 

around 98,000 additional YL EFL teachers were needed (Sayer et al., 2013; Sayer 2015b) and 

hence, teaching practitioners with different profiles were hired.  

A survey carried out in Mexico in 2012 to study PNIEB teachers’ professional profiles, training 

interests and needs showed that there were three main EFL teacher profiles: teachers with a B.A. 
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in teaching English, secondary school English teachers, and people with a range of academic 

backgrounds who demonstrated a level of English proficiency (Sayer, Mercau & Blanco López, 

2013). Whilst all the profiles involved English competencies, they differed in terms of pedagogic 

expertise.  

The first profile (specialist teachers that hold a B.A. in EFL) often involved structured training in 

teaching methodology, language acquisition and English, but lacked specific training to teach 

young learners. In most cases, these prospective teachers did not have a practicum period. The 

second profile (English secondary teachers) had experienced a practicum period which allowed 

them to learn the practicalities of working in public schools, but they got special training in 

teaching adolescents and not YL. The third profile consists of people who have mostly studied at 

degree level in a range of subjects (not related to EFL teaching) but who hold credentials that 

show their knowledge of English or hold a teachers’ certificate such as the Teaching knowledge 

Test (TKT), the In-service certificate in English language teaching (ICELT) or a Mexican diploma 

known as “teachers’ certificate”. Their strength is that they usually have the English level required 

in Mexico to teach in primary (B2 or C1 of the CEFR), but they lack preparation in EFL YL teaching 

methodology.  

It is worth stating that the participants of this Ph.D. study belong to this third profile; they came 

into the teaching profession because they were proficient in English, but they do not hold 

university credentials in teaching EFL.  

Due to the swift rise of early English learning, EFL programs in primary schools were launched 

without considering seriously the amount of EFL teachers that would be needed (Rixon, 2013) and 

as a consequence, teachers who have not had the pedagogical training nor the English level 

required were hired for teaching in primary. When the PNIEB was launched, the SEP stated that 

almost a hundred thousand additional EFL teachers were needed to reach full national coverage 

(Sayer et al., 2013). 

When the English national program (PNIEB) was first launched, an ‘ideal’ and a ‘basic’ teacher 

profiles had been considered to deal with the scarcity of teachers. The first one asked for three 

requisites: proficiency in English (B2 or C1 of the CEFR), a B.A. in TEFL or a BA in a different field 

plus a certificate (such as ICELT or TKT) and teaching experience in the level in which he/she will 

teach (kindergarten, primary or secondary) (Ramírez Romero & Sayer, 2016). However, due to the 

dearth of qualified teachers, teachers with lower levels of English (A1 or A2 for kindergarten or 

the lower grades of primary) were recruited and, in certain Mexican states, once they got a 

teaching position, they were asked to get additional training (Personal communication with 

Primary practitioners).  
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Nowadays, the kinds of specific knowledge the SEP asks for from EFL primary teachers belong to 

three fields: knowledge of the English language (levels B2 and C1 of the CEFR), pedagogical 

knowledge for EFL teaching and developmental knowledge about the children’s ages they teach 

to (SEP, 2017b).  

To conclude, a few more pieces of information about primary teachers’ professional profiles and 

working conditions need to be stated. Firstly, the frequent changes in EFL teachers’ ‘acceptable’ 

profiles are the rule more than the exception which puts Mexican EFL primary in an uncertain 

position. At the time of writing this thesis, the SEP asked primary headmasters that all of their EFL 

primary teachers hold an undergraduate university degree (although it does not need to be a 

degree in EFL teaching) which became an insurmountable problem for many EFL in-service 

teachers (Personal communication with a primary school headmaster and two EFL primary 

teachers). 

Secondly, the Mexican teacher’s certificate mentioned above is a Mexican credential issued by 

private language schools to advanced English students who take a certain number of hours (about 

two hundred) of teaching methodology courses. It is worth stating that official institutions do not 

back them up and currently, university degrees in language teaching plus international certificates 

are becoming the requested credentials to hire primary teachers. 

Thirdly, working conditions in private institutions vary from international schools, which hire 

teachers by having them sign contracts that include health insurance and paid vacations, to 

certain private schools in which teachers work without a contract and, consequently, 

permanence, employment stability and benefits such as health insurance, annual Christmas bonus 

or paid vacations are not guaranteed.  

Before closing this section, it is important to address the topic of the overall professional status of 

YL EFL primary teachers globally and in Mexico. This relatively novel topic comprises mainly 

narrative research on teachers’ identity formation in contexts where language teaching in the 

lower levels of education (kindergarten and primary) is seen as unimportant (Nguyen, 2016, 

2019). In Mexico, there is only one published research of this kind (Sayer, 2012) and it is an 

ethnographic study about the tensions and life experiences during the teacher socialization 

process of three novice secondary school teachers that work in the State of Oaxaca and in other 

local contexts.  

However, it has been reported that during the implementation of the PNIEB, EFL primary teachers 

had to struggle for the legitimacy of their profession in public schools because homeroom 

teachers (the generalist teachers in charge of primary groups) did not welcome them. Several 
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homeroom teachers showed discomfort when they had to share their classroom and students 

with EFL teachers, which translated into different behaviours. For example, they seldom left the 

classroom during EFL classes and even interrupted them to ask for students’ notebooks or to give 

their pedagogical opinions about the EFL classes (Information obtained in September 2012 from 

personal communication with Peter Sayer, who was in charge of evaluating the implementation of 

the PNIEB in 2012). Homeroom teachers’ comments were sometimes about the EFL classes being 

messy or noisy, a question already reported in Carless (2004).  

Regarding the professional status of primary EFL teachers, no empirical evidence seems to exist, 

despite Sayer’s anecdotal evidence. However, as explained in section 2.7, private schools have 

always offered EFL courses and consequently, EFL teachers’ work may be seen as legitimate. 

2.10 Continual professional development (CPD) 

Access to primary EFL CPD programs in Mexico is limited and usually offered only by big private 

schools and by some PNIEB or PRONI English coordinators (Howard et al., 2016). For instance, in 

Mexico City and some northern states, there have been different kinds of CPD programs for the 

PNIEB teachers, mostly oriented to teaching methodology and teaching children. In addition to 

this, public school teachers who hold a permanent teaching position can get financial support and 

time off to study for a master’s degree or Ph. D. relating to either EFL or Education (personal 

communication with two Mexico City PNIEB teachers). 

2.11 Conclusion 

This chapter provided the educational context for this Ph. D. study. On the one hand, it described 

the Mexican educational system broadly and the latest policies and EFL programs for the primary 

level. On the other hand, it described the main features of EFL provision in public and private 

schools and primary EFL in-service teachers’ main professional profiles. All the above will give an 

appropriate framework to understand better and interpret the kind of work the participants of 

this study develop in their EFL courses at ‘Moderate School’ (a pseudonym).  
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 Literature review 

3.1 Introduction  

This research is concerned with primary school EFL teachers' experiential knowledge and how 

these relate to their classroom practices. It is grounded broadly in Language Teacher Cognition 

(LTC) and more specifically in Personal Practical knowledge (PPK), a particular approach to teacher 

cognition (TC). As will be explained in this chapter, LTC and PPK require a situated approach; 

teachers' practices (TP) need to be studied in light of the specific context and educational events 

in which they emerge. 

Firstly, this chapter starts with a brief description of the global picture of primary EFL teaching as 

depicted in recent research and global surveys (Enever et al., 2009; Garton et al., 2011; Rixon 

2000, 2013). This global picture will only address a selection of topics relevant to this study: 

primary teachers' professional profiles and the challenges met by primary EFL teachers in their 

daily practices. Its relevance lies in that it shows EFL primary teachers' professional profiles to set 

the background to the next section (3.3): Learning how to teach. The purpose of this section is to 

generate awareness of the fact that the variety of EFL primary profiles (globally and locally) hints 

at the need for further research on how in-service EFL primary teachers learned to teach and on 

the relevance of a sociocultural view on teacher learning.  

Secondly, this chapter deals with the topics considered fundamental to the development of the 

study: learning how to teach, LTC, PPK, teaching practices and Classroom Interactional 

Competence (CIC). Before developing each of these topics, it is relevant to present a diagram of 

the elements of the main theoretical framework that guided this studied. I acknowledge that the 

reader may not comprehend the usefulness of such a diagram at the beginning of the chapter, but 

it can be a reference to be revisited when different concepts and theoretical frameworks are 

added. 
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Figure 3: Main theoretical framework of the thesis. 

 

3.2 EFL Primary Teaching 

As mentioned in Chapter 1, the area of YL EFL teaching and learning has been increasingly 

explored in the last thirty-five years as a consequence of the global implementation of EFL courses 

at school at earlier ages (Rixon, 2015). This change in the educational field generated great 

interest in YL FL teaching and learning in many sectors: parents, educational experts, 

policymakers, researchers and teachers.  

The available literature on this area comprises: global surveys (Emery, 2012; Garton et al., 2011; 

Rixon, 2000, 2013; Vroom & Seaman, 2014), literature reviews about teaching YL at school 

(Edelenbos et al., 2006; Murphy, 2014), pedagogical books on teaching languages to YL (Bland, 

2015; Brewster, Ellis & Girard, 1991; Cameron, 2001; Driscoll & Frost, 1999; Pinter 2006, 2015; 

Scott & Ytreberg, 1990) and empirical investigations on different aspects of teaching and learning.  

Studies have been conducted mainly in Europe (Bland, 2015; Cable et al., 2010; Enever, 2014; 

Nikolov, 1999; 2009) and Asia (Qiang, 2009), while Latin America is not well represented 

(Inostroza Araos, 2015). Mexico has conducted approximately twenty-five studies about primary 

EFL teaching in the last seven years, mostly about the implementation of the PNIEB (e.g. Ramírez 

Romero, 2013; Ramírez Romero et al., 2012; Ramírez Romero & Sayer, 2016; Sayer et al., 2013).  

As mentioned before in this thesis, surveys have been crucial to generate awareness of and 

knowledge about the conditions and characteristics of global YL FL teaching and of the 

complexities of teaching FL to YL. They provide a panoramic view of foreign language teaching in 
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primary by presenting information about main issues such as students’ starting age, teaching 

resources and methodologies, teachers’ professional profiles, provision in public and private 

schools. 

However, most of these contributions were focused on observing how the global policy of an 

early start in a FL at school was put into practice and on language-oriented teaching and learning 

issues (mainly language skills and methodology), leaving the affective sphere of teaching and 

learning and specific contextual factors quite unexplored. The stance of this thesis is that research 

on teaching FL in YL classrooms needs to add to the study of language-oriented issues, the study 

of the subtleties of how FL teachers deal with contextual factors on a daily basis to engage 

students in language learning processes. In other words, although it is known that teaching YL a 

language that is different from their mother tongue runs transversally with many different 

processes (the acquisition of literacy skills, development, groups characteristics, students’ 

personal histories and personalities) (Bland, 2019), so far, attention has been preferably given to 

language-related issues.  

3.2.1 The global picture 

Recent research on the global implementation of EFL courses in primary showed several 

commonalities (Copland et al., 2014; Emery, 2012; Enever, 2011, 2014; Enever et al., 2009; Garton 

et al., 2011; Rixon, 2000, 2013, 2015, 2017) that are worth mentioning to show the backdrop of 

this study.  

Firstly, the enterprise of incorporating FL teaching from lower levels of compulsory education (the 

lower grades of primary school or even kindergarten) is a quite extended policy that took 

different forms in different countries and even regions of the same country. Regarding its 

implementation, it could be stated that it is still in process because once the FL programmes were 

launched, they still needed monitoring and adjustments.  

Secondly, English became the most taught in these early programmes due to many government 

and parents’ interest in having children learn a language that has a status of lingua franca that 

could improve their cultural and professional profiles (Enever et al., 2009).  

Thirdly, the implementation of early FL courses also showed a shortage of EFL teachers prepared 

to teach YL at school and, consequently, not all children could have access to those courses. 

Analysis of these two issues raised two relevant questions: inequality and the kinds of second and 

foreign language education (SLTE) EFL teachers need in initial training and in CPD (Enever et al., 

2009). 
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The next section is about an essential element of primary EFL teaching: the teacher. This topic was 

partially dealt with in 2.9 when Mexican in-service teachers’ profiles were presented. Here, a 

global perspective will give the reader elements to understand better the contextual peculiarities 

of the participants of this research. 

3.2.1.1 Primary EFL teachers’ professional profiles 

The global surveys have shown that there is much heterogeneity in the professional profiles of 

primary EFL teachers (Emery, 2012; Rixon, 2000, 2013, 2017), a fact that has been related to two 

factors: a dearth of YL EFL education programs and the launching of early EFL school programmes 

before considering seriously the number of teachers that would be needed (Enever et al., 2009; 

Garton et al., 2011). Regarding the former, it seems an unfortunate fact that several countries 

have not developed tertiary level educational programs specific for YL language teachers yet. 

Regarding the variety of in service-primary teacher profiles, research showed that in Korea, 

regular homeroom teachers are the preferred option, while in Taiwan and Japan, various types of 

teachers are allowed to teach English (Goto Butler, 2009). Likewise, in Latin America, different 

countries selected different teachers’ profiles. In Colombia, homeroom teachers are preferred, 

whilst in Argentina, the preference is for specialist teachers, and in Peru, they mainly hire persons 

who know English but are not qualified as teachers (Rixon, 2013, 2017). Although historically, 

various types of teachers were allowed to teach EFL at primary schools in Mexico, the national 

English curriculum requires specialist teachers (SEP, 2013; SEP, 2017b). Across Europe, the 

longitudinal study “Early language learning in Europe” (ELLiE) reported that foreign language 

teachers had different profiles: mainly generalists or specialist teachers (Enever, 2011).  

Rixon (2013), in a global survey that covered 64 countries and regions from Europe, Asia, Latin 

America and Africa, gives a detailed analysis of both the categories of EFL primary in-service 

teachers and the acceptable teaching qualifications those countries considered to hire primary 

EFL teachers. As a consequence of the scarcity of teachers, teachers who have not had the 

pedagogical training or the English level required were hired for teaching in primary (Enever et al., 

2009). Another consequence was that, in different countries, the criteria of acceptable teaching 

qualifications could occasionally be waived under the urgent need of EFL teachers (Rixon, 2017).  
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Table 1: Categories of YL teachers found in primary schools in different (taken from Rixon, 2013: 

21-23) 

Categories of EYL teacher found in primary schools in different contexts 

The children’s normal class (homeroom) teacher 
A specialist teacher of English who works in only one school 
A specialist teacher of English who visits different schools to give lessons 
A qualified teacher who has no formal qualifications in English but who knows English 
Someone who is not qualified as a teacher but who knows English 

 

In contrast to in-service teachers’ actual profiles, the acceptable teaching qualifications are 

enlisted below (Rixon, 2013: 24-26).  

 A native or very competent speaker of English with no formal teaching qualifications 

 A primary school teacher who followed a specialist pre-service training course in teaching 

primary school English at college or university 

 A qualified generalist primary teacher who has passed a special local test or examination 

of proficiency in English 

 A qualified secondary school teacher of English who is willing to work in primary schools  

 A university graduate in English language and/or literature who did not take courses in 

education or methodology while at university  

 An already qualified generalist primary teacher who has successfully completed a special 

in-service training course of preparation to teach English to primary school children 

 A qualified generalist primary teacher who has passed an international test or 

examination of proficiency in English 

Data collected in that survey showed that some countries accepted all seven categories while 

others accepted less or even just one.  

Before closing this subsection, it is important to remind the reader that the participants in this 

Ph.D. study belong to the last category presented in Table 1: someone who is not qualified as a 

teacher but who knows English.  

3.2.1.2 Primary EFL teachers’ self-reported challenges  

Teaching EFL to YL is a very complex task (Bland, 2019). Garton et al., (2011) investigated YL 

English teachers’ global practices and described a number of teachers’ self-reported challenges 

(Copland et al., 2014). The relevance of those two articles to this investigation is that they 

illustrate the global frame of current YL TP, which can serve as a backdrop of this study. The study 
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by Garton et al., (2011) stands out among other recent global surveys because it provided 

information from a considerable varied sample of teachers and regions in the world and for its 

collection of YL English teachers’ views on their role and immediate professional needs. 

Copland et al., (2014) explain that the survey aimed at pinpointing teachers’ views on areas of 

their practice they considered problematic or challenging. To reach this objective, they designed 

the survey items by considering the pressing challenges identified in recent literature on teaching 

English to YL. Those challenges included: teachers’ professional profiles, the pedagogical 

approaches teachers are expected to apply, the kinds and availability of teaching materials and 

resources, teachers’ proficiency in English, teaching large classes, learners’ motivation and the 

relationship (in terms of compatibility) between government policies and curricula and the 

demands of national examinations.  

Copland et al., (2014) obtained data through a mixed-methods approach that included a survey 

applied to teachers from one hundred and forty-two countries and five case studies of individual 

teachers from countries that belonged to different continents: Colombia, Italy, South Korea, 

Tanzania and the United Arab Emirates. Teachers’ views were first obtained and analysed 

quantitatively through a survey applied to 4, 459 teachers. Then, qualitative data was obtained 

through an open question on the survey filtered by country and complemented with the analysis 

of case studies from the five countries mentioned above.  

To report teachers’ challenges, the authors described only two sections of their original survey 

about global practices (Garton et al., 2011). In the first section, respondents had to rank 

interventions that would have a positive impact on learning and teaching in their institutional 

context. In the second one, teachers were asked to answer an open question: “Which aspects of 

your job do you find the most challenging?” (p. 743) Below, the findings revealed by teachers’ 

answers will be presented. The order in which they are presented corresponds to the amount of 

answers reported in each topic. That is to say, the first one represents the challenge most 

frequently identified.  

The first category was teaching speaking. Teachers’ answers were about the difficulty of having 

students speak English, communicating only in English and teaching pronunciation. The second 

one was about discipline issues, sometimes linked to comments about particular conditions such 

as parents’ attitudes and students’ gender and age. Thirdly, teachers reported their concerns 

about how to motivate students. Interestingly, the authors underlined that the emergence of this 

challenging issue contradicts the idea about YL intrinsic motivation to learn FL which shows the 

urgent need of more research on motivation in YL EFL classrooms.  
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Differentiation appeared in the fourth place and referred to students who are at different learning 

stages and have different needs. The authors identified “a complex picture of teachers’ attitudes 

to young children learning English” (p. 747), which underlines the relevance of investigating 

differentiation further in specific contexts. The teaching of writing was the fifth reported 

challenge concerning children’s learning a new script when learning English, incipient literacy in 

more than one language, writing with the correct spelling and creativity in writing. Last, the 

teaching and learning of grammar appeared in the next position, followed by class size. 

Copland et al., (2014) conclude that YL teachers challenges have three different sources. The first 

two are related and consist of their lack of training and knowledge, and the third one is their lack 

of resources.  

This research contributed enormously to the field of teaching English to YL because, besides 

showing commonalities in the current challenges primary teachers experience in different 

contexts, it hinted many lines that require further research in local contexts. This thesis aspires to 

expand the knowledge on some of those lines by analysing three Mexican teachers’ views and 

practices regarding speaking, differentiation and motivation. 

3.3 Learning how to teach 

After having analysed in-service primary teachers’ professional profiles (above and in section 2.9), 

it seems important to raise the question about how in-service EFL primary teachers learned how 

to teach. Its relevance lies in that their varied profiles signals that there is much to be discovered 

on how individual teachers view their process of learning how to teach and how they 

conceptualize their own teaching. This thesis will focus only on the latter.  

Traditionally, learning how to teach was closely linked to the theoretical knowledge (pedagogical 

and subject knowledge) prospective teachers acquired in their language teacher education (SLTE) 

university courses (Burns & Richards, 2009). However, this view has been reviewed and enriched 

with the consideration and inclusion of teachers’ self-produced knowledge (Johnson, 2009). 

The literature review on second and foreign language teacher education reveals two prevailing 

approaches (a positivist and a sociocultural) which will be described below. Their relevance in this 

study is that LTC considers SLTE as one of the sources of the underpinnings of practice. 

Additionally, due to the specific profile of the participants of this study, who do not hold a 

university degree in teaching English to YL nor in teaching, it seems important to select a suitable 

view on teacher learning that illuminates their cases and legitimates their professional knowledge 

as a way to contribute to the SLTE field. 
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3.3.1 A positivist view on teacher learning 

In the field of SLTE, the knowledge base of language teaching comprises, on the one hand, 

classroom teaching skills (pedagogical knowledge) and, on the other hand, the academic 

foundations of those teaching skills, namely, knowledge about language and language learning 

(Burns & Richards, 2009). 

Until the late ‘70s, a positivist epistemological perspective was held. It assumed that the 

knowledge teachers acquired during their formative education would be processed in a certain 

way that would lead to the application of much of that knowledge in the classroom (Burns & 

Richards, 2009; Johnson, 2009). Hence, prospective teachers were taught theoretical courses 

isolated from the teaching practice and also, teaching behaviours identified through research and 

considered successful in terms of students’ achievement (Cochran Smith & Landy Lytle, 1993; 

Verloop et al., 2001). 

Besides, these SLTE programs worked according to a knowledge-transmission, front-loading 

model that considered that the information prospective teachers would need in their professional 

life could be transmitted to them through readings, lectures or workshops about disciplinary 

knowledge and that initial teacher education alone would support the development of knowledge 

and skills for an entire professional career (Johnson & Freeman, 2001). 

The theoretical basis of this conception came from two sources. On the one hand, it came from 

cognitive theories that considered learning as an individual psychological process that goes on in 

the learner’s mind “largely free from the social and physical contexts within which it occurs.” 

(Johnson & Freeman, 2001:54) On the other hand, it emerged from analysis developed by 

researchers who observed language teachers in their search for effective teaching techniques 

(Cochran Smith & Landy Lytle, 1993). Nevertheless, within this view of teacher pedagogy, much of 

what teachers had learned theoretically in SLTE remained divorced from what they experienced 

inside their classrooms (Johnson & Freeman, 2001). 

Since the ´70s, the positivist view of SLTE described above, received criticism due to the fact that 

research on ‘effective teaching’ threw few generalizable results and also, because this 

mechanistic view of teaching was not able to describe the complexity of teachers’ work (Borg, 

2009; Cochran Smith & Landy Lytle, 1993; Verloop et al., 2001). In this line of thought, Johnson 

(2009) stated that the most common criticism of the positivist model was about the simplified and 

decontextualized nature of the underlying assumptions of this kind of research, which seemed to 

consider that all students are very similar and hence, very broad characterizations about teaching 

could suffice to learn how to teach. Secondly, she mentions that the complexities of life in the 
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classroom could not be discovered by this kind of “neat, clinical experimental designs” (p. 9), 

which seemed to have had little impact on classroom teaching and learning. 

3.3.2 A sociocultural view on teacher learning 

In contrast to the positivist research on language teaching, qualitative or interpretive research 

advocated that teachers were not mere performers of methodology approaches taught to them 

to implement curricula designed by educational researchers, who in many cases, were not 

acquainted with classroom life (Borg, 2009; Johnson & Golombek, 2002). It showed that teachers 

shape the disciplinary knowledge they are taught in their SLTE and CPD courses with their 

personal experience (Johnson, 2009; Olsen, 2013). 

Within this sociocultural view, teaching knowledge is socially negotiated and situated, in the sense 

that teachers need to adjust content and pedagogical knowledge, their beliefs, aims and values to 

the specific teaching contexts they meet (the particular students, parents, colleagues, institutional 

guidelines, educational policy) (Johnson & Freeman, 2001). In the words of Cochran Smith and 

Landy Lytle, "(...) teaching is a highly complex, context-specific, interactive activity in which 

differences across classrooms, schools and communities are critically important" (1993:6). 

Teachers are seen as immersed in a social, historical and cultural context which allows them to 

manage several tools that are mediational meanings (learnt by the mediation of others) (Fierro, 

2016). Hence, in this view, teachers’ knowledge is dynamic, constructed and reconstructed 

iteratively from many sources of their personal experience (as students, as teacher students, as 

learners, as citizens of a certain community, etc.) as well as from their SLTE (Johnson & Kuerten 

Dellagnelo, 2015). 

Besides, in this situated perspective, teacher learning and teacher identity are interdependent, 

the latter being defined as follows: 

Broadly defined, teacher identity marks a focus on teachers developing their 
professional knowledge, selves, perspectives and practices interactively and 
iteratively, as they construct new educational interpretations and teaching 
approaches out of the assemblage of past and present, personal and professional 
influence as well as the myriad contextual details of their daily lives. (Olsen, 2013:79) 

In this same line of thought, Johnson (2009) presents a view on SLTE that includes three strands of 

knowledge instead of two, as the positivist model presented above had proposed: content or 

what teachers need to know, pedagogy or how teachers should teach and a third one, which looks 

at how teachers construct knowledge in a socially situated and socially mediated environment 

(Golombek & Johnson, 2004).  This third strand refers to how teachers learn to teach by adjusting 
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the theoretical (subject-matter and pedagogical knowledge) and experiential knowledge they 

possess in the sites where they teach. It includes, for example, learning to work in different 

institutions, doing collaborative work with colleagues and adjusting the teaching methodology to 

different groups. 

Traditionally, this third component was not the focus of SLTE programs, but some researchers 

advocate for it (Clandinin, 2015; Clandinin et al., 2013; Johnson & Freeman, 2001; Johnson & 

Golombek, 2002; Olsen, 2013).  It can be maintained that in-service teachers’ experiential 

knowledge could provide valuable insights to beginning teachers (Freeman, 2002) and in-service 

teachers regarding issues such as teacher agency, identity building or school contexts. In this line 

of thought, in an article about early career teacher attrition, Clandinin et al., (2013) invite teacher 

educators to ponder on how to create educational spaces that give beginning teachers tools to 

build identities that sustain them in teaching: 

We wonder if teacher education programs discount the emotional, moral, and 
physical work of teachers in order to focus on the cognitive and organizational 
work. What might it mean if in teacher education programs we acknowledged the 
complex layers of teaching which link identity making with teacher knowledge and 
teaching contexts? What happens when the focus of teacher education is only on 
pedagogy and subject matter? What is ignored in those programs of teacher 
education? (Clandinin et al., 2013:260) 

This view does not refute the teaching of theoretical linguistics, subject knowledge and 

pedagogical contents. Rather, it calls for the pursuit of teacher education programs that 

acknowledge as well, the value of practical knowledge as a source of experientially-based “know 

how”, which can also provide valuable insights on local teaching.  

As stated above, the relevance of this section lies, first of all, in the need to underscore the 

importance of acknowledging that teacher knowledge comprises not only theoretical knowledge 

(subject and pedagogical knowledge) obtained in SLTE programs but also knowledge that has 

been socially negotiated and situated (Johnson, 2009). Secondly, this broader view of teacher 

knowledge permits the inclusion and analysis of the kind of work language teachers who do not 

hold university SLTE credentials do in the classroom. As mentioned in the introduction to this 

section, this is the case of an important number of EFL primary teachers who have been 

constructing a teaching career while teaching and with short input (or none at all) from SLTE 

programs. 

In the next section, the definition of the fundamental concepts used in the literature review will 

be presented to give readers a firmer background to the discussion of the different topics that 

sustain this thesis. 
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3.4 Language teacher cognition  

In this section, the two essential theoretical frameworks that guided the interpretation of the 

phenomenon under study will be presented and analysed in detail: Language Teacher Cognition 

(LTC) and Personal Practical Knowledge (PPK). Recent research about them will also be discussed 

to show the state of the art in the specific field this thesis lies in (primary EFL LTC) and to illustrate 

the kind of research methodologies applied, which will allow the reader to understand better the 

methodological approach of this Ph. D. study (see Chapter 4). 

Before treating these topics, some key concepts related to LTC will be defined to show the stance 

of this work and its theoretical boundaries. 

Many researchers have referred to the kinds of knowledge teachers create and develop through 

their professional practice in social contexts as key to understand teaching (Borg, 2003, 2006; 

Breen, Hird, Milton, Oliver & Thwaite, 1998, 2001; Clandinin, 2015; Cochran Smith & Landy Lytle, 

1993; Li, 2017; Verloop et al., 2001; Woods, 1996). However, they used different terms to refer to 

this kind of experiential knowledge, which gave way to the proliferation of different theoretical 

frameworks and concepts which are sometimes difficult to discern from one another. 

Defining and discerning teaching-related psychological constructs seems quite a difficult task. Not 

just due to the proliferation of different terms that try to picture the phenomenon of teacher self-

created knowledge (Borg, 2006; Fives & Buehl, 2012; Pajares, 1992), but because quite well-

established definitions and descriptions of the main constructs are hard to place in a hierarchy. 

For example, ‘knowledge’ and ‘beliefs’ are sometimes conceived as intertwined (Fives & Buehl, 

2012; Pajares, 1992; Verloop et al., 2001) and other times, ‘knowledge’ is used as an overarching 

term that includes many kinds of cognitions, one of which is ‘beliefs’ (Verloop et al., 2001). 

However, some researchers accomplished the task of reviewing the literature to show its different 

lines of research (Borg, 2003, 2006, 2012) or to characterize more clearly some of those 

constructs (Fives & Buehl, 2012; Pajares, 1992). Below, three of the main constructs used in this 

thesis will be defined. 

Teacher knowledge: will be considered an amalgam of implicit and explicit knowledge 

wherein knowledge and beliefs are intertwined (Roters, 2017; Verloop et al., 2001).  In the 

words of these authors: 

In the label teacher knowledge, knowledge is used as an overarching, inclusive concept 
summarizing a large variety of cognitions, from conscious and well-balanced opinions 
to unconscious unreflected intuitions. This is related to the fact that, in the mind of the 
teacher components of knowledge, beliefs, conceptions and intuitions are inextricably 
intertwined. (Verloop et al., 2001:446) 
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Since teachers adjust and develop their knowledge in the different teaching contexts where they 

work, their knowledge emerges as dynamic, constructed and reconstructed iteratively from many 

sources of their personal experience as well as from their more formal education (Li, 2017).  

Beliefs: will be interpreted as: “(...) individually held conceptions that are in constant relation to 

the context and teachers’ experiences.” (Fives & Buehl, 2012: 476) This definition implies that 

there is a reciprocal influence between the teaching context, teachers' experiences and their 

personal beliefs (Li, 2017). For example, teacher's views of the school community will have an 

impact on his or her behaviour there and vice-versa. Additionally, it is assumed that teachers 

develop belief systems that serve adaptive purposes that help them define and understand the 

world and that, in turn, these systems will act as a filter to new knowledge (Pajares, 1992). As 

explained above, beliefs are dynamic and context-dependent, which is divergent from the view of 

beliefs as fixed assumptions held by teachers.  

Secondly, it is worth stating that the concept of beliefs has been included here because much of 

the body of research in LTC comprises studies on teacher beliefs (Li, 2017). These studies have 

certain common features. Firstly, their scope was usually the underpinnings of practice. Secondly, 

those underpinnings were described from methodological or pedagogical stances. Hence, they 

usually referred to the teaching of language skills such as the underpinnings of teaching reading or 

grammatical features (Borg, 2006). Thirdly, the research methods mostly used were 

questionnaires and/or interviews designed to elicit teachers’ rationales but were not 

complemented with the observation of current practices in the classroom.  

Teacher agency: It seems relevant to address this concept here as an element to analyse LTC and 

PPK. Toom, Pyhältö & O’Connell Rust (2015: 616) state that teacher agency is usually defined as 

“willingness and capacity to act according to professional values, beliefs goals and knowledge in 

the different contexts and situations that teachers face in their work both in classrooms and 

outside of them”. They state that teacher agency goes beyond the personal attributes applied in 

professional work because it is constructed when teachers face dilemmas and uncertainties in 

professional-pedagogical activities. In this thesis, this concept will be a tool to understand the way 

teachers construct their teaching practices by attending to contextual factors, their attitudes and 

feelings and the out-of-the-classroom institutional space. 

Having explained key concepts related to LTC to set the stance of this thesis, the concept of LTC as 

defined and developed by Simon Borg (Borg, 2003, 2006) will be presented in the next section. 
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3.4.1 Concept, development and limitations of LTC 

In the turn of this century, Simon Borg reviewed published work on “what teachers think, know, 

and believe and the relationships of these mental constructs to what teachers do in the language 

teaching classroom” (Borg, 2003:81). He used ‘teacher cognition’ (TC) as an umbrella term for all 

those theoretical frameworks that comprised studies on teachers’ beliefs, knowledge, theories, 

attitudes, assumptions, metaphors, conceptions and perspectives and their relationship to their 

teaching practices (Borg, 2003, 2006). Since then, TC became the broader and most used term to 

refer to the knowledge teachers use, create and develop while teaching. However, in this thesis, 

the term language teaching cognition (LTC) has been preferred to distinguish its scope from studies 

of other teaching areas (mathematics, sciences, history) that employed the term TC. Thus, in this 

thesis, LTC will refer specifically to the field of second and foreign language teaching. 

Simon Borg’s reviews on this area (Borg, 2003, 2006, 2012) were fundamental to trace the origins 

and antecedents of LTC and, in this way, they contributed enormously to building its frame as an 

independent area of applied linguistics that looks at the complexity of the psychological side of 

language teachers’ teaching. 

LTC aligns with a constructivist interpretive way of looking at teachers’ work which explores and 

tries to describe what language teachers think, know, believe, feel and want in relation to their 

agentive role in the classroom. LTC is also referred to as “the unobservable cognitive dimension of 

teaching” (Borg, 2003:81) to refer to the fact that in classroom observations it is possible to see a 

lesson plan, the participants’ interaction, the way different activities develop, but it is not feasible 

to discern or interpret the teachers’ intentions in the teaching performance nor the 

underpinnings of it. In other words, practice is underpinned by a diverse range of beliefs, 

theoretical and practical knowledge, prior experiences that are unobservable. In this field, 

‘cognitive’ or ‘cognition’ are used as umbrella terms to allude to the complexity of teachers’ 

mental lives. 

A more refined definition of LTC describes it as: “(…) an inclusive construct referring to the 

complex, practically-oriented, personalized and context-sensitive networks of knowledge, 

thoughts and beliefs the language teachers draw in their work.” (Borg, 2006:272) This definition 

acknowledges its complexity, its practical position as well as its strong relationship with the 

teaching context. The following figure illustrates the elements that interact in forming the LTC 

construct.  
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Figure 4 The nature of language teacher cognition (Adapted from Borg, 2006: 283) 

 
 

In Figure 4, LTC is made of a blend of several constructs. In a timeline, the first elements are the 

schooling experiences language teachers have in their personal history. From these, they develop 

ideas regarding the way they think teachers could or should teach and views on how students 

would like to be taught and treated, as well as ideas and “do’s and don’ts” on language teaching 

which have been defined in the literature as the apprenticeship of observation (Lortie, 1975). The 

second element in the timeline is professional coursework, which may have a considerable impact 

on the cognitions preservice teachers bring from their previous educational background (Li, 2017). 

Hence, teacher education and practicum involve learning and applying subject-matter, teaching 

methodology, language acquisition theories, to mention just the main threads usually considered 

in the field of SLTE. 

On the second level of Figure 4, LTC is unfolded in nine components (beliefs, knowledge, theories, 

attitudes, assumptions, conceptions, principles, thinking, decision-making) which are then (right 

side of the figure) related to what they can be about: teachers, learners, learning, subject-matter, 

curricula, materials, activities, self, colleagues, assessment and context. Last, the bottom part of 
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the figure deals with contextual factors or, more specifically, with the way the teaching contexts 

mediate cognition and practice. Hence, teaching practices have a constant impact on LTC and vice 

versa. 

LTC is dynamic as it involves the interaction of the nine dynamic constructs mentioned above 

which can be shaped by contextual factors (Li, 2017) that are also dynamic. This complexity and 

dynamism (Feryok, 2010) is very well-expressed in Borg (2006) when he states that: "teacher 

cognition can be characterized as an often tacit, personally-held, practical system of mental 

constructs held by teachers and which are dynamic –i.e. defined and refined on the basis of 

professional experiences throughout teachers’ lives". (p. 35) Likewise, Barnard and Burns (2012) 

describe the multiple threads of teachers' personal and professional lives that make up LTC and 

accord particular importance to context. Whilst they note the relevance of prior experience as 

language learners, students in teachers’ professional training (be it preservice or in-service) and 

teaching experience, they also refer to teachers’ interaction with colleagues and with significant 

others such as family and friends. They argue that contextual influences extend beyond the 

immediate environment to the “imposition of authority” which refers to the effect inspectors, 

school principals and ministries of education can have in shaping LTC (pp. 2-3).  

It is relevant to highlight that LTC also comprises teachers’ emotional and attitudinal 

characteristics. The idea of “cognition” often drives our interpretation towards the cognitivist 

view that conceives cognitions as fixed, reified mental constructs dissociated from context and 

action as well as from emotions or values (Borg, 2012; Kubanyiova & Feryok, 2015).  

To conclude, it is important to mention that more recently, there have been several efforts to 

redraw the boundaries of LTC by considering the research that has been done in this area up to 

the present, as well as its contributions and limitations (Burns et al., 2015; Golombek, 2015; 

Kubanyiova & Feryok, 2015; Kubanyiova, 2015; Li, 2017).  

For example, Li (2017) highlights three main lines of research on LTC which differ in their focus. 

First, a cognitive frame that focuses on beliefs and psychological constructs as fixed assumptions 

held by teachers. These studies elicit teachers’ beliefs on a macro level which means that 

although contextual factors such as the impact of curriculum, testing or educational policy are 

acknowledged, they do not provide insights on cognitions related to specific practices. Secondly, 

an interactionist perspective which questions the principle of teachers’ beliefs as the main 

underpinning of teachers’ behaviours and primes teachers’ interaction with students and 

classroom activities as an important influence on teachers’ actions. Thirdly, a discursive 

psychological perspective which addresses cognition in the context of interaction and deals with 
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language as discourse as means to study positionality and subjectivity. It is worth stating that this 

Ph.D. study will try to advance the interactionist frame of LTC by describing the microlevel of 

teachers’ underpinnings of practices in YL classrooms. Teachers’ beliefs will be seen as dynamic 

and narratives of life in the classroom explored as a lens to observe the materialization of 

teachers’ pedagogical aims. 

Some of the limitations of LTC research that have been pointed out in the literature, refer to the 

absence of “substantial and relevant discussion of the role of course materials in the classroom as 

possible influences of teacher cognition” (Rixon, 2011:38), on how language teachers create 

meaningful learning environments for their students and how teacher education programs and 

CPD impact LTC  (Kubanyiova  & Feryok, 2015).  This Ph. D. study will try to contribute by showing 

how the participants conceptualize practices that help to create a meaningful learning 

environment for students.  

3.4.2 LTC research about in-service language teachers 

This section will present the trends of research, drawing from reviews on LTC literature. It will 

focus on findings relating to LTC research involving in-service teachers and will also draw out 

differences between LTC research, which focuses mainly on language teaching issues and Personal 

Practical Knowledge (PPK) research, which explicitly considers in-service teachers’ cognitions in a 

more holistic way which includes the “out-of-the-classroom” or institutional environment, as well 

as more personal factors, such as moral values and teacher identity (see section 3.4.4.1). 

Reviews of empirical articles by Borg demonstrate that research in LTC grew considerably (Borg, 

2003, 2006, 2012). Regarding the geographical zones where empirical research has taken place, it 

can be observed that in the ‘90s, it was investigated in primarily English-speaking regions, but 

subsequently, more geographical zones were represented (Borg, 2006, 2012). Nevertheless, the 

Latin American region is represented by only one study (Schulz, 2001) done in Colombia with 

post-secondary FL students (and in the USA with university FL students) about teacher and 

students’ perceptions concerning the role of grammar instruction and corrective feedback (Borg, 

2003). Conversely, since 2012, research on LTC in China has become prominent (Borg, 2012). 

Most LTC research involves English teaching (in both EFL and ESL contexts), but there are about a 

dozen studies about other languages (Borg, 2006). Increasingly, LTC is investigating in-service 

teachers (in contrast with the pre-service teachers), non-native English teachers and state 

institutions (Borg, 2012).  

In this study, the following salient issues that emerged from Borg’s analysis of LTC (Borg, 2006) 

works guided the theorisation and the methodological design of this study. They highlight the 
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relationship between language teacher cognition and teaching practices and the impact of 

context on them. 

 the nature of language teacher cognition 

 the relationship between language teachers’ cognition and classroom practices 

 the impact of context on language teacher cognition and practices 

 the methodological issues in the study of language teacher cognition 

3.4.2.1 LTC research about teaching practices 

Teacher cognition and its relationship with language pedagogy have been primarily explored 

through L2 grammar, reading and writing instruction whilst L2 vocabulary, listening and speaking 

are under-researched (Borg, 2009). 

The most studied population has been L2 teachers of adults and of university students, which 

contrasts with the noticeable lack of LTC studies in primary and secondary (state school) contexts 

(Borg, 2009). However, this panorama has been changing lately and a more diverse range of 

topics and teaching contexts have been researched: Hermagustiana et al., (2017) explored LTC 

and TP around vocabulary instruction of a group of EFL Indonesian teachers in a senior-high-

school context; Baker (2013) investigated LTC and TP regarding pronunciation techniques of ESL 

teachers in an Australian university; Örztürk and Gürbüz (2017) researched LTC with a focus on 

the relationship between TP and contextual (institutional) factors in Turkey, while Zhu and Shu 

(2017) studied LTC and EFL curriculum innovation related TP in a Chinese secondary school. There 

remains a dearth of published research involving YL teachers and LTC. 

Links between LTC and practice in YL settings are examined in only a handful of published texts: 

Gilje, 2014; Hird et al., 2000, 2001; Liao, 2007; Roothfoot, 2017. A review of this research will be 

presented under two categories which pinpoint the research methodology used in each case.  

In the first place, investigations about stated beliefs and practices carried out with questionnaires 

(Gilje, 2014; Liao, 2007; Roothfoot, 2017) and secondly, a study (Breen et al., 1998, also published 

in Hird et al., 2000) that complements data on the stated beliefs and TP, with other research 

techniques to discover the teachers’ teaching principles that underpinned their TP. 

Gilje (2014) found that LTC is multifaceted and that practices were only partially influenced by 

formal teacher training. This study examined the relationship between LTC and the teaching of 

reading in primary state schools (urban or rural). It involved eight Norwegian teachers and was 

conducted to explore whether teacher training accounted in some way for the poor results of 

Norwegian students in the (PISA) tests. Individual, in-depth semi-structured interviews were used 
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to explore teachers’ professional backgrounds and how ELT underpinned their selection of 

reading materials and teaching practices. The study results gave a detailed account of teachers’ 

reported practices in teaching reading. It also confirmed that LTC has many sources and is applied 

flexibly. Interestingly, teacher training did not differentiate TP -teachers without formal training 

reported similar TP to those who have received initial teacher education. This, the researchers 

argued, showed the existence of other sources of knowledge such as their own experience as 

learners, in-service CPD or the interaction with colleagues. It was also reported that due to 

contextual factors, teachers who have had initial training decided not to use several kinds of 

reading practices they had in their repertoire. A weak point of this study was that data of 

teachers' reported practices was not complemented with class-observations. 

Primary EFL TP are also influenced by teacher beliefs about both generalist and language-specific 

issues (Roothfoot, 2017). In this study, twenty-two Spanish primary EFL teachers were 

interviewed to determine teacher beliefs about teaching methodology, L1 use in the classroom, 

collaborative work and the role of their own experience as language learners. The results showed 

that these teachers’ preferred oracy over literacy skills, favoured the TL use in the classroom and 

a ludic element (games, songs) to classroom activities. They considered it was beneficial to have 

students work collaboratively in pairs or small groups and were not inclined to teach grammar 

explicitly. Many of these teachers were guided by their prior experiences of language learning at 

school. Like the previous study (Gilje, 2014), this investigation highlights teachers’ experiential 

knowledge from their apprenticeship of observation as a main feature of LTC. Last, like in Gilje 

(2014), interviews were not contrasted with classroom observations. 

Whilst both prior studies report some experiential influence on LTC (prior experience as language 

learners and in-service practice), another investigation has found that belief systems are similar 

and consistent, regardless of practicum (Liao, 2007). Working with a sample of twenty-one in-

service primary teachers and with seventy-eight preservice teachers, Liao (2007) explored the 

nature of children’s English development, the teaching methods and EFL teachers’ self-efficacy. 

Belief systems were conceptualised as dynamic and permeable “attitudes, values, expectations, 

theories and assumptions about teaching and learning”, which strongly influenced TP. (Liao, 2007: 

47) 

Interestingly, the study found that whether teachers were pre- or in-service, their belief systems 

were largely similar. Just like Roothfoot (2017), Liao’s results seem to be compatible with the 

literature on teachers’ beliefs about child development and children’s EFL learning regarding 

children’s interest in culture, collaborative work, games, rhymes and songs as well as regarding YL 

individual support from the teacher to feel more confident and secure about learning English. 
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The three studies reported so far in this section have in common the use of questionnaires and/or 

of interviews. This methodological approach could be seen as a limitation regarding LTC research 

because those methods give a partial picture of participants’ LTC by addressing only what 

teachers report without contrasting it with teachers’ practices in the classroom (Borg, 2006). 

To better examine actual TP in LTC, Hird et al., (2000) worked with eighteen experienced L2 

teachers, using interviews based on observed classes, including a video-recorded class, a critical 

incident and key moments of the video-recorded class. This, it was argued, would scaffold 

teachers to reflection and assist the verbalization of their rationales and teaching principles. The 

teachers selected which critical incident to describe and which of his or her classes to be video-

recorded. There were ten teachers of immigrant adults and eight teachers of immigrant children 

in the sample so that researchers could compare the practices employed by adult and children's 

ESL teachers. The main result of this study was that although both groups of teachers showed 

some common practices, there were salient differences between YL teachers and adult teachers', 

which highlighted the relationship between teachers' TP and the age of the students. Among the 

main differences were that YL teachers employed more activities that promoted interaction 

between students, modelled the TL more explicitly, considered more often students' experiences 

of other languages and cultures and monitored children individually while considering their 

abilities. 

It is interesting to highlight as well, that the two main common practices among the whole sample 

of teachers were practices focused on ‘correctness’ and ‘accuracy’ and practices oriented to the 

development of a supportive classroom environment. 

Regarding the relevance of the results of this study, it must be underlined that beyond the 

contextual differences between an ESL environment of immigrant children in Australia and the 

EFL context of a private primary school in Mexico City, there might be coincidences in TP and their 

underpinnings due to the common age of the students.  

This Australian study framework aligns with the works of other researchers interested in 

legitimizing the research on classroom life and the voice of teachers about their classroom work in 

theorizing about pedagogy (Allwright, 2006; Gieve & Miller, 2006; Golombek, 1998; Woods, 1996; 

Wright, 2006). Its backdrop is the disconnection between theorists and practitioners regarding 

the theory practice-debate in the field of language pedagogy (Hird et al., 2000). Hence, one of the 

authors’ aims was to elicit from the teachers the principles (conceived as a set of quite abstract 

beliefs which shape teachers’ practices in specific teaching contexts) that underpin their TP (Breen 

et al., 1998, 2001). 
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However, this rich and novel study presents a limitation, which was acknowledged by its authors: 

On the whole, the methodology used in this study meant that the profiles of the 
teachers were very much constructed through the researchers’ eyes. The findings 
from the study may have been quite different if the teachers had been left to their 
own devices to present a view of their work. (Breen et al., 1998:71) 

This limitation was considered important at the time of designing the data collection methodology 

of this Ph. D. study in which it was intended to prioritise teachers’ views of their pedagogical work 

in the classroom over the researcher’s (for more information on this issue see section 4.8).  

To conclude this section, it can be said that although there were only a few empirical works about 

YL teachers LTC, their results provide interesting contributions and confirm several theoretical 

issues about both areas. They confirm that LTC is a blend of several factors (knowledge and 

professional and personal experiences from different sources), that context is key in the selection 

of TP (Gilje, 2014) and that teacher education can have a limited impact on teacher’s TP (Gilje, 

2014; Roothfoot, 2017). 

Regarding EFL primary teaching, these studies show that the teachers’ stated beliefs coincide with 

the beliefs and practices usually reported and observed in YL classrooms (Liao, 2007; Roothfoot, 

2017) as well as with the general advice given by YL EFL experts regarding the treatment of 

grammar in YL classrooms, the importance of using songs, games and collaborative work and the 

reported use of TL in the classroom (Cameron, 2001; Moon, 2000). Additionally, the stated 

preference of oracy over literacy skills (Liao, 2007; Roothfoot, 2017) seems also to be a usual 

trend in YL classrooms (Cameron, 2001; Pinter, 2006; Rixon, 2017). 

3.4.3 Personal practical knowledge (PPK) 

Experiential knowledge and its potential contribution to understanding TP are widely accepted. As 

early as 1981, teacher knowledge was recognised as partially practical in that teachers 

implemented the curriculum using experiential knowledge (Elbaz, 1981). Then, Clandinin and 

Connelly expanded Elbaz's framework and coined the term PPK in 1988 to show the scope of their 

research in general education, which consisted in describing teachers’ conceptualization of their 

practice in specific contexts (Golombek, 1998; Ross & Chan, 2016).  

PPK is an epistemological stance that conceives that “teacher knowledge grows out of experience 

and that teachers construct knowledge through their interactions with students, teacher 

colleagues, parents, and others within and beyond their classroom and school contexts.” (Ross & 

Chan, 2016: 4) Clandinin and Connelly consider this kind of knowledge unique because it emerges 

from each teachers’ educational circumstances and contexts. It is worth stating that this stance 



Chapter 3 

43 

does not assume that subject or pedagogical knowledge are unimportant, it addresses the fact 

contextual factors shape that kind of knowledge (Clandinin & Connelly, 1996).  

It is helpful to highlight that the term ‘personal’ in the label PPK alludes to the uniqueness of that 

knowledge resulting from the totality of a teacher’s experience (Verloop et al.,2001). In 

Clandinin’s words, ‘personal’ defines knowledge “(…) which have (sic) arisen from circumstances, 

actions and undergoings which themselves have affective content for the person in question.” 

(1985: 362) Elbaz-Luwisch (2007) highlights that Clandinin (1985) asserts that teachers’ personal 

knowledge is based on teacher’s accounts of classroom work and events, as well as of events of 

their personal lives. The term ‘practical’ alludes to the fact that teachers’ practices try to respond 

to the demands of a specific situation emerging from the teaching context (Clandinin & Connelly, 

1986). These personal and practical features of teachers’ knowledge need to be discovered and 

interpreted in teachers’ practices and narratives which reflect as well, the social contexts in which 

they live and work (Clandinin, 2015; Elbaz-Luwisch, 2007). Last, in the words of Clandinin, by the 

term ‘knowledge’ it is meant: “the body of convictions, conscious or unconscious, which have 

arisen from experience, intimate, social, and traditional, and which are expressed in a person’s 

action. The actions in question are all those acts that make up the practice of teaching including 

its planning and evaluation.” (1985: 362) 

The epistemological stance of PPK is that teachers’ knowledge is grounded in experience and 

captured narratively (Ross & Chan, 2016). In the words of Connelly and Clandinin, PPK is: 

(…) a term designed to capture the idea of experience in a way that allows us to talk 
about teachers as knowledgeable and knowing persons. Personal practical 
knowledge is in the teacher’s past experience, in the teacher’s present mind and 
body, and in the future plans and actions. Personal practical knowledge is found in 
the teacher’s practice. It is, for any teacher, a particular way of reconstructing the 
past and the intentions of the future to deal with the exigencies of a present 
situation (1988: 25) 

PPK asserts that teachers are co-constructors (with students) of the curriculum which is in stark 

contrast to the view of teachers as mere implementers of the curriculum as mandated by 

policymakers or institutional heads (Craig, 2011; Ross & Chan, 2016). Recall that the consideration 

of teachers as “knowledgeable and knowing persons” is an important departure from previous 

conceptions of teachers as “appliers” of transmissive approaches (sections 3.3.1 and 3.3.2). The 

latter overlooks the crucial role of teachers as decision-makers who base their pedagogical 

decisions, not only on what they have learned in their professional training but also on their own 

knowledge built on a myriad of personal and social experiences lived in different contexts 

(Connelly & Clandinin, 1997; Golombek, 1998; Johnson & Golombek, 2002). Ross and Chan (2016) 
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interpret the description of teachers as “knowing and knowledgeable” as the fusion of 

epistemology and ontology in the fact that thinking and being are intertwined. 

The theoretical framework selected by Clandinin and Connelly to support PPK is based on Dewey’s 

(1997) idea of continuity of experience. This is a key concept from which the main elements of 

this approach stem. ‘Experience’ comprises interaction and continuity (Clandinin, 2006). The 

former implies that individuals’ accounts of experience cannot be understood in isolation. It is 

also necessary the consideration of the social context individuals are immersed in. The latter 

means that “experiences grow out of other experiences and lead to further experiences.” 

(Clandinin & Connelly, 2000:2). In this view, the way we act and interpret the world is influenced 

by our previous experiences and the knowledge we got from them. The application of this to 

teachers’ work implies that teachers interpret and solve educational situations based on their 

experiential knowledge, which also influences how they see their daily future work.  

To summarize, PPK conceives teacher knowledge as experiential, embedded in teachers’ practice 

(Connelly et al., 1997) and expressed in narratives of life history (Clandinin, 2015; Elbaz-Luwisch, 

2007).  These features set a specific methodological approach to research: narrative inquiry, 

which will be explained in detail in 4.5.3 and 4.5.4. 

3.4.4  LTC versus PPK 

Last, it is important to consider how or whether PPK might align with conceptualisations of 

teacher knowledge as a component of LTC. The LTC model by Borg (2003, 2006, 2012) and PPK 

have features in common: they acknowledge the existence of different sources of teacher 

knowledge and underlie the fact that personal history and professional experience are genuine 

and important sources of teacher learning (see Figure 4 in 3.4.1) (Borg, 2003, 2006). A second 

common feature is that teacher knowledge is dynamic and can be found in teachers’ explanations 

about their TP in different contexts. 

Nevertheless, these models are quite different in their origin and purpose. In Borg’s model, LTC 

was born as an umbrella term that could contain researchers’ empirical work on the cognitive 

aspects of language teaching (grammar, reading, pronunciation, literacy, etc.) (Borg, 2003, 2006, 

2012). It studies the active or agentive role in the classroom and its relationship with their 

teaching practices. Differently from LTC, PPK emerges from the field of general education to 

understand and explain the tensions in the field of teacher knowledge. PPK can also be seen as a 

means to document different kinds of embodied knowledge (experiential, moral, emotional) 

(Clandinin, Downey & Huber, 2009; Ross & Chan, 2016). Hence, PPK looks at teachers’ work 
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holistically, including teachers’ institutional and personal lives to understand why they teach the 

way they do.  

Another peculiarity of PPK that needs to be underlined is that it is blended with a qualitative 

methodology, narrative inquiry (henceforth NI) (Clandinin, 2015; Elbaz-Luwisch, 2007), which is 

focused on studying experience.  When NI is applied in educational settings to study teachers, it 

focuses on their experiential knowledge and how this is expressed in teaching and uses a 

particular approach mentioned below but which will be treated further in section 4.5.4. 

Although LTC acknowledges that teaching practices are moulded by an amalgam of human 

experience and knowledge, research in LTC focuses mainly on pedagogical (methodological) and 

content subject matter issues. Hence, LTC studies delve into how subject-matter and 

methodological knowledge is applied in a certain educational context (Borg, 2006). Whereas LTC 

focuses on teachers’ explanations in methodological and subject-matter terms, PPK analyses TP 

more broadly by interpreting teachers’ narratives of experience. 

To conclude, it must be stated that different researchers operationalize the constructs LTC and 

PPK differently (Golombek, 2009; Kubanyiova, 2015). This point seems very relevant because it 

demonstrates, on the one hand, that several researchers consider the broad theoretical 

framework of LTC and the more specific frameworks of PPK and of NI as appropriate tools to 

develop their research aims. On the other hand, because it shows that once the researcher 

positions himself or herself in these theoretical stances, more than following a prescriptive 

methodological path, they develop their research creatively with the common aim of developing 

an understanding of the teachers’ mental worlds to describe the underpinnings of their 

professional work. I found both LTC and PPK appropriate theoretical and methodological tools to 

study the underpinnings of the study participants’ practices.  

3.4.4.1 PPK research on language teachers 

In this section, the pieces of PPK research reviewed will be enlisted to show the variety of 

educational settings they represent, their research aims and methodology.  The studies about in-

service teachers will be described in more detail because they are very relevant to this Ph.D. 

study. Regarding the educational contexts, one study was conducted in a university setting 

(Golombek, 1998), one in a teacher education setting (Morton & Gray, 2010), four in secondary 

classrooms (Hegge, 2013; Sun, 2012; Tsang 2004; Wilfong, 1994) and one, in primary classrooms 

(Chiou-hui, 2008). 
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Golombek (1998) conceptualizes the content of PPK under four categories taken from Elbaz 

(knowledge of self, knowledge of subject matter, knowledge of instruction, and knowledge of 

context). Data included classroom observations followed by interviews, a videotaped class, 

conceptual memos written by the researcher and scheduled interviews. The teachers' reflection 

and narrations about their TP revealed that their PPK comprised their experiences as learners, as 

teachers and as students of teacher education which were then filtered to respond to the actual 

needs, they perceived in their teaching context. Additionally, Golombek used the concept of 

image to characterize the participants' tensions to reconstruct their experiences (Clandinin, 1986). 

She selected the images from the words the participants used to describe those tensions. 

Hegge (2013) focuses on the teacher knowledge secondary English teachers develop when they 

apply innovative teaching approaches to respond to the needs of their multiliterate urban 

students. She applies a narrative inquiry approach to the teachers' narrations of their practices. 

Sun (2010), focuses on the characteristics of the PPK of three secondary teachers of Chinese 

working in New Zealand. Wilfong (1994) addresses narratively her own practice shedding light on 

the values and beliefs that seemed to underscore her TP while Xu and Moloney (2016) recover 

the narratives of eight teachers who applied the communicative language teaching approach 

abroad. Tsang (2004) presents an inquiry in which PPK was conceived as the maxims three ESL 

student teachers verbalized independently of the practices, they developed in their practicum in 

secondary school settings. The results showed that practitioners' PPK could differ from decision 

making in the classroom or more specifically, that the relationship between beliefs and practices 

is elusive because the relationship between knowledge and practice is indistinguishable (a topic 

that was advanced in section 3.4.1). 

Last, Chiou-hui (2008) is a case study that pictures how three in-service-primary EFL teachers 

conceptualize their teaching practice. The methodology applied included interviews, class 

observations and entries of the teachers’ journals, as well as classroom artefacts. To explore the 

participants’ practical knowledge, Chiou-hui applied the following concepts by Elbaz (1981, 1983) 

and Connelly and Clandinin (1988): practical principles, rules of practice and images. Each of the 

participants pictured their teaching by giving an image of their practice (a gardener, a performer 

and a tailor) and gave rich explanations that matched those images with their teaching practices 

in terms of their purposes in teaching EFL in their particular context. The construct ‘images’ 

proved to be a rich tool to access teachers’ emotional responses and teaching efforts. Besides, the 

participant-researcher collaborative work allowed the teachers a space for reflection on their 

practice that acted as in-service teacher development in terms of recovery of their experiential 

knowledge, while it provided the researcher with valuable insights into the practitioners' teaching 

mind. 
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In spite of a dearth of studies about PPK in language teaching contexts and, particularly, in YL 

settings, these studies show the flexibility, viability and richness of the construct PPK to deal with 

different facets of teachers’ experiential knowledge. This Ph. D. study will apply NI and PPK to 

contribute to understandings about the underpinnings of practice of in-service primary FL 

teachers. 

3.5 Teaching practices 

The concept of teaching practices (TP) is relevant to this work for several reasons. Firstly, because 

this Ph. D. thesis aims to contribute to the field of YL EFL teaching by analyzing, teachers’ self-

selected practices. As advanced in Chapter 1, one of the purposes of this research is to expand the 

knowledge about primary EFL teachers’ TP obtained in recent global surveys. 

Secondly, TP are mentioned in two of the three research questions and hence, they need to be 

defined and contextualized theoretically. Thirdly, because research in LTC explores the 

underpinnings of teachers’ practices as one of the sources to discover teacher knowledge. 

Moreover, in studies on PPK as this one, their relevance lies in that PPK is found embedded in 

teachers’ TP (Connelly et al., 1997; Kubanyiova, 2015).  

Dealing with the concept of TP is a difficult undertaking. Hird et al., (2000) state that classifying TP 

is difficult because they are not clear cut. They also remind us that other researchers have faced 

similar problems. In their study about teachers’ practices Breen et al., (1998, 2000) solved this 

issue by eliciting TP from teachers. Namely, they did so by asking practitioners themselves to 

make a list of actions and activities that occurred in their lessons.  

Besides, the high-frequency term ‘teaching practices’ found in YL EFL research is not always 

defined and is sometimes equated to terms such as ‘approach’, ‘pedagogies’ (Garton et al., 2011), 

‘teacher’s behaviours’ (Tomic, 1992), ‘teachers’ strategies’, ‘instructional practice. Considering 

this panorama, it was decided that, in this thesis, TP will be described broadly as the actions 

performed by the language teacher in the classroom while teaching.  

However, within sociocultural approaches, it is essential that TP be analyzed considering the 

multiple relationships and contextual factors in which they are immersed. In other words, the 

practices one can observe in the classroom need to be understood as the result of complex 

decision-making processes related to teaching materials, students’ characteristics, institutional 

and parents’ expectations, teachers’ beliefs, among others. Hence, in this study, TP will be 

described from the view of a group of educational researchers that analyse primary TP and 
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advocate that: “TP transcends the mere application of teaching techniques in a classroom by a 

technician. Teachers’ work is situated in the point where the educational system -with a certain 

curricular and organizational offer- and the particular social groups meet.” (Fierro et al., 1999:20) 

In this line of thought, TP fits into LTC in that they are not only the observable actions 

practitioners develop in the classroom, but also the mental procedures that allow intervention in 

educational situations (decision making about the different options the teacher considered to 

attend that specific situation). Besides, what makes TP so complex is that in a socially situated 

perspective, different actors (teachers, individual students) interact and act according to their 

own perspectives, which imply adjustments and tensions in different directions such as the 

‘official’, the personal, the group, or the peers (Fourtoul Olivier & Fierro Evans, 2016). 

As will be seen, this view of TP contrasts with the positivist view of teachers (section 3.3.1) 

because it allows for the complexity of the practitioners’ role as a socially constructed 

phenomenon involving the educational policies, the institutional organization and the prescribed 

curriculum on one side, and the school community, and their specific students on the other side. 

In this vein, Fierro et al., (1999) detail six dimensions through which primary school teacher 

practice might be examined. It is necessary to note that these authors state that they based their 

proposal on their own work with Mexican homeroom teachers and on the contributions of the 

following researchers: Carr and Kemmis (1988) on action research, Bazdresch-Parada (1997) and 

Cochran Smith and Landy Lytle (1993). 

Personal dimension: it refers to the practitioners as individuals, as human beings who are still 

developing, who have a story, certain ideals, values and personal circumstances which impinge on 

their professional life. It comprises the decisions teachers make to solve issues contextually by 

relying on their personal experiences and knowledge. 

Institutional dimension: it is about the reflection on the institutional aspects that impact on 

teachers’ practices. The school is seen as the place where teachers develop the most in the social 

and professional aspects needed for their trade. Teachers learn by interacting with colleagues and 

by contributing with their knowledge and skills; an idea that is also found in Wenger (2001). 

Besides, the school is seen as a regulated space where the educational policies and matters of 

labour influence and constrain teachers’ work.  

This dimension comprises the knowledge and the relationships teachers construct in the school 

community as well as the tensions they feel there. 
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Interpersonal dimension: it implies the reflection on the relationships among different actors 

(students, teachers, heads, parents, administrative staff), which have an impact on the quality of 

school life (Gieve & Miller, 2006). It develops through the analysis of several aspects such as the 

school environment, the kinds of conflict that emerge among the different actors and the way 

they are solved, their communication styles, the degree of satisfaction they get.  

Social dimension: it is about the way (…) “each teacher perceives and expresses his or her 

educational work directed towards different social sectors.” (op. cit., 33) Teachers’ work tries to 

respond to the diversity of students’ life conditions within the school environment which is 

immersed in particular historical, political, geographical cultural and economic conditions. 

Pedagogical dimension: it is the reflection on teachers' actions directed towards orientating, 

guiding, and accompanying students in their interaction with the knowledge that has been 

culturally organized for them to have students construct their learning (Fierro et al., 1999). It is 

important to state that the participants’ TP were analysed under this concept because it regards 

teachers and students’ interaction with subject content knowledge and teaching materials. Due to 

the relevance of this dimension in this Ph.D. study about LTC, a brief literature review on the role 

of the teaching materials in teachers’ pedagogy will be presented below (see section 3.5.1). 

Moral dimension: it has to do with the way teachers’ values are expressed implicitly or explicitly in 

their teaching practices. This concept coincides with the PPK construct ‘personal philosophy’ that 

will be treated in section 4.5.4. Hence, in this study, the moral dimension will be analysed through 

“personal philosophy”. 

Table 2: Summary table of the six dimensions 

Personal  Reflection on the relationship between our personal and professional 
lives and between our daily and our institutional lives 

Institutional Reflection upon how the collective construction and regulations of the 
institution impinges on our practice 

Interpersonal Reflection on the relationships among different institutional actors  
Social Reflection on our educational contribution to the specific social context 

of each institution 
Pedagogical Reflection on our role as agents of the teaching processes 
Moral Reflection on our beliefs, ideas, theoretical frameworks and values 

 

Within this theoretical framework, which seems to be an amalgam of dimensions documented by 

several researchers in the last thirty years (Breen, 2006; Gieve & Miller, 2006; Wright, 2006), life 

in the classroom can be described as cycles of interaction and adjusted action while the classroom 

is defined as a very complex microcosm inhabited by a diversity of participants whose 

expectations can be in tension with the needs, interests, conditions and paces of learning for 
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teachers and for students. Additionally, there coexist tensions among the impositions of the 

educational system, heads’ demands and teachers’ and students’ personal situations (Fierro, 

2016). However, those cycles of interaction and adjusted actions led by teachers can have a 

positive impact on students' learning. Teachers' TP can make a difference in terms of students' 

opportunities to learn and enjoy their time in the classroom (Fortoul Olivier & Fierro Evans, 2016).  

This interactive view of life in the classroom is intrinsically linked to the concepts of inclusion and 

differentiation. Teachers' appropriate management of the tensions generated by the different 

actors in this "complex microcosm" can be conducive to students' feeling of belonging. In this line 

of thought, Fierro (2016), following Altet (2005), argues that teachers’ work in the classroom 

implies the management of two complex issues at the same time: the conditions for learning and 

the interactive control of the classroom (Fierro, 2016). This idea supports broadening the scope of 

research on primary EFL teachers’ TP. Primary EFL TP should be explored from the ubiquitous 

perspective of teaching-oriented practices (Garton et al., 2011) but also from additional factors 

such as social and emotional practices (Fierro, 2016; Nias, 1989) and from the analysis of 

contextual factors. The constructs LTC and PPK allow for the exploration of both. 

3.5.1 The role of teaching materials in LTC 

The development and use of EFL teaching materials is a broad and still underdeveloped field of 

study which has progressed considerably in the last forty years (Tomlinson, 2012). Most literature 

in that area of applied linguistics is concerned with the advantages and disadvantages of using 

textbooks in the classroom and with the discussion of the appropriate criteria for textbook 

analysis and choice (Kirkgöz, 2009; Hutchinson & Torres, 1994; Radic-Bojanic & Topalov, 2016; 

Sheldon, 1988).  

 

Little has been written about the role of EFL textbooks in teachers’ LTC, the topic of this field that 

is relevant to this study. The literature review showed that only Hutchinson and Torres (1994) 

focus on the impact teaching materials can have in LTC. More precisely, they point out that well-

designed textbooks could accompany and form teachers in new trends in language teaching in 

times of transition between educational models (due to educational reforms or change in 

teaching paradigms). They can provide the level of structure teachers require to understand and 

routinize change. In the analysis chapters (chapters 5 to 8), this topic will be revisited to show the 

role of textbooks (the prime teaching materials used by the study participants) participants’ LTC. 
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3.5.2 Teachers’ classroom interactional competence 

Primary EFL teaching-learning and LTC YL literature rarely refer to teachers’ interactional 

competence, although this ‘behind the scene’ issue is essential to the co-construction (along with 

the students) of the conditions for learning in the classroom (Fierro et al., 1999; Fourtoul & Fierro, 

2016). Given this study aims to document the underpinnings of the participants’ TP in an LTC 

framework, the concept of classroom interactional competence (Li, 2017; Walsh 2011, 2012) will 

be presented here to validate the analysis of the participants’ interactive work to manage the 

conditions for learning and the interactive control of the classroom.  

Walsh (2011) defines ‘classroom interactional competence’ (onwards CIC) as “teachers and 

learners’ ability to use interaction as a tool for mediating and assisting learning.” (p.158) This 

model claims that by putting interaction at the centre of teaching and learning, reflection and 

analysis of CIC can improve students’ learning opportunities. In this approach, pedagogy and 

interaction are intertwined because teachers’ language teaching goals are exerted through their 

management of classroom interaction; for example, in the way they announce the objectives of 

the session, invite students to work with certain materials or scaffold the activities they proposed. 

Secondly, discourse is co-constructed by its participants and interactional competence is context-

dependent. By "context", in CIC it is meant that a close look at the specific structure of classroom 

interaction can allow a better understanding of what is happening in the lesson and why (Walsh, 

2011, 2012). Hence, by reflecting on their TP, teachers can get awareness about how they are 

trying to reach their pedagogic goals through classroom interaction management. 

Classroom discourse have been characterized by a first turn initiated by the teacher, a second 

turn, in which the student gives a response to the teacher and a third turn by the teacher in which 

she gives the student feedback on his or her response. This discourse exchange is known as IRF 

(initiation, response and feedback) and was initially proposed by Sinclair and Coulthard (Walsh, 

2011). 

It is worth stating that in this study, the notion of CIC was applied only as a lens for the researcher 

to understand the participants’ practices during class observations because it allowed a detailed 

description of what can be meant by “the management of the conditions for learning and the 

interactive control of the classroom" in an EFL context (Fierro et al., 1999; Fierro, 2016) by 

focusing on an already validated tool to analyse classroom interaction. It was not applied with an 

explicit aim on teachers’ reflection on CIC to improve students’ learning opportunities. 

The first concept of CIC that needs to be described here to understand classroom interaction is 

“space for learning” which refers to the fact that the discourse participants (the students and the 
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language teacher) provide interactional space for the pedagogical objective of the moment. 

Interactional competence implies a) linguistic adjustments such as vocabulary and structure 

selection and b) interactional patterns and mirrors parent/child interaction when parents simplify 

speech and co-construct meaning by assigning turns, paraphrasing, repeating and scaffolding 

production. It also involves ways of encouraging participation and learning through continued 

engagement in classroom discourse including feedback. So, alongside teaching practices, CIC is 

also likely to facilitate learning by providing learners opportunities to acquire interactional 

competence (Walsh, 2011). 

This study will consider CIC using the following criteria (Walsh 2011: 44-45) 

 Control of the interaction by managing the content and the turn-taking procedures 

 Speech modification such as pitch, slow speed, vocabulary selection, or using transition 
markers to signal the beginning or end of an activity 

 Elicitation techniques used to get students to respond  

 Repair or dealing with students’ errors in discourse 

In addition, to what has been explained so far about CIC, Walsh (2011) presents four classroom 

modes performed by teachers to describe classroom interaction: managerial, materials, skills and 

systems and classroom context. 

Table 3: Classroom modes from Walsh (2011:371-372) 

Mode Pedagogical goals Interactional features 

Managerial To transmit information 

To organise the physical learning 
environment 

To refer learners to materials 

To introduce or conclude an activity 

To change from one mode of learning to 
another 

A single, extended teacher turn that uses 
explanations and/or instructions 

The use of transitional markers 

The use of confirmation checks 

An absence of learner contributions 

Materials To provide language practice around a 
piece of material 

To elicit responses concerning the 
material 

To check and display answers 

To clarify when necessary 

To evaluate contributions 

Predominance of IRF pattern (a teacher 
Initiation, a student Response, a teacher 
Feedback) 

Extensive use of display questions 

Form-focused feedback 

Corrective repair 

The use of scaffolding 
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Skills and 
systems 

To enable learners to produce correct 
forms 

To enable learners to manipulate the 
target language 

To provide corrective feedback 

To provide learners with practice in sub-
skills 

To display correct answers 

The use of direct repair 

The use of scaffolding 

Extended teacher turns 

Display questions 

Teacher echo 

Clarification requests 

Form-focused feedback 

Classroom 
context 

To enable learners to express 
themselves clearly 

To establish a context 

To promote oral fluency 

Extended learner turns 

Short teacher turns 

Minimal repair 

Content feedback 

Referential questions 

 
To conclude, it is interesting to highlight that the perspective of Fierro (2016) and Fourtul Olivier 

and Fierro Evans (2016) of primary and preschool generalist’s TP matches Walsh’s model of CIC 

designed to picture the language classroom discourse: teacher’s interactional competence and 

language discourse seem to be key to the construction of the conditions for learning. Classroom 

discourse, regardless of the subject that is being taught, can often produce IRF structures. 

However, what is peculiar to an FL classroom is that language is both the matter to be learnt and 

the means to teach it and practice it. The implications of this fact are most important and that is 

why Walsh proposes CIC as a means for language teachers to get aware of their use of language in 

the classroom to improve teaching effectiveness (achieving their pedagogical goals) and to 

assisting learning (shaping learning and creating space for learning) (Li, 2017). In addition, the 

language EFL teachers employ in the classroom, besides being the vehicle to communicate, it 

becomes students’ role model. 

3.6 Conclusion 

It could be stated that the coincidences pointed out in this section aim to hint at the relevance of 

the theoretical lines selected to sustain this Ph. D. study. Each of the themes that run along the 

literature review chapter have in common a socially situated perspective in which teachers’ 

experiential knowledge is holistic, dynamic and co-constructed in specific contexts that comprise 

their life as students, their initial teacher education, their life in classrooms, their personal life, 

their relationship with colleagues and other members of the staff, among others. Another feature 

of these common theoretical features is that context is the key factor with which teachers’ 

experiential knowledge interacts to develop their daily teaching. 
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 Research Methodology 

4.1 Introduction 

This chapter starts with the research questions the study attempts to address and it describes the 

methodological stance in which the study was framed. It also gives the rationale of its 

methodological design and provides an explanation of the selection of methods that were 

considered appropriate to collect data and a description of the context and participants of the 

study. Last, this chapter gives an account of my role as a researcher and the data analysis 

procedures. 

4.2 Research questions (RQ) 

As stated in Chapter 1, the aim of this study is to investigate the LTC and PPK of three primary in-

service EFL Mexican teachers by documenting the underpinnings of their teaching practice. It will 

try to answer the following research questions: 

Research question 1 

What kinds of teaching practices are observed in the participants’ EFL lessons?  

Research question 2 

What do the participants’ narratives about of the underpinnings of their practice reveal about 

their Language Teacher Cognition and Personal Practical Knowledge? 

Research question 3  

What are the main tensions between the participants’ PPK and their actual teaching practices? 

Before closing this section, it is important to give a brief rationale of the three RQ. The aim of the 

first question is to document the participants’ teaching practices by observing them in different 

sessions. It is a language-teaching oriented question that guides the researcher to discover and 

understand the way each participant delivers the English courses.  

The second RQ was meant to explore and document the participants’ conceptualization of their 

own practice: how they teach, why they teach the way they do, how they learn to teach and how 

do they feel about their practice. Last, the third RQ has the aim of drawing a picture of each 

participants’ self-reported challenges and constraints.  
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4.3 Research tradition 

This is a qualitative case study drawing on a particular approach to narrative inquiry (NI) 

developed by Clandinin and Connelly, as the appropriate means to develop educational research 

through PPK (Clandinin, 2015; Clandinin & Connelly, 2000; Connelly & Clandinin, 1990; Elbaz-

Luwisch, 2007). This qualitative approach conceives the study of the lived world and it is 

interested in studying human actors in their natural setting, in the context of their ordinary 

everyday world, to try to understand the meaning of their actions from their own perspective 

(Creswell, 2014; Richards, 2003). As will be explained in section 4.5.3, narrative inquiry and PPK 

look specifically, at human actors’ views on their own experience. The participants’ natural setting 

of this study is the school where they work, and the study will try to get a holistic account of their 

lived experience there.  

4.4 Ontology and epistemology  

This study was designed within the social constructivism paradigm. Within this paradigm, reality is 

conceived not as an external, objective being independent of an individual from which knowledge 

will be obtained. On the contrary, individuals try to understand the world they live in and, in doing 

so, they develop subjective interpretations of their experience and of the world that surrounds 

them (Constantino, 2008; Creswell, 2014). Within this frame, knowledge is co-constructed socially 

(Johnson & Freeman, 2001) and, at the same time, it “has been determined by the intersection of 

politics, values, ideologies, religious beliefs, language and so on.” (Constantino, 2008: 118) 

In this study, which aims to explore and document LTC, PPK and teaching practices, examining 

how participants’ experiential knowledge interacts with their values, beliefs and personal histories 

could best be accessed through uncovering personal narratives and, therefore, subjective 

interpretations of their lived experiences (Clandinin, 2015; Connelly et al., 1997). Lived 

experiences will involve reflection on past histories (for example, as language learners) but also 

consider the present and, in particular, the way the context -physical (space) and social 

(headteachers, colleagues and parents)- influences PPK.  

4.5 Research approach 

As stated above, this is a qualitative case study that draws on the NI approach developed by 

Clandinin and Connelly (Clandinin & Connelly, 2000, Connelly et al., 1997) and which acts as a 

complement of PPK research. In this section, the rationale and description of the research 

approach that was used will be provided. 
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4.5.1 Finding the appropriate approach 

Although the following explanation could be interpreted merely as a weakness on my researcher’s 

role, it aims at showing three features of qualitative research that molded the research approach 

of this study: iterative processes of reflection on data, ways of collecting data and verisimilitude 

about how the case study research approach selected originally was subsumed into a specific NI 

approach. 

 During the first stages of data collection, I had expected that the participants would answer the 

semi-structured interview questions about the underpinnings of their actual practices by giving 

concrete answers expressed in terms of teaching methodology or language content issues. 

However, that was not the case. Instead, I usually obtained reflective accounts of their concrete 

practices that intended to picture the situated context of those practices. This kind of answers 

gave a hint of the need to complement the case study approach with an appropriate method to 

collect, present and analyse participants’ experiential knowledge. After deep considerations of 

the different kinds of approaches applied in the study of LTC, I decided that PPK was the most 

appropriate because, besides being a conceptualization of TC, it implies the application of a 

specific approach to NI. 

The main implication of this early adjustment in the research design showed me the need to 

change my attitude in the field: from being ready to get specific methodological or language 

related explanations to answer my research questions, to being ready to listen to the participants’ 

explanations and narratives about their practices to try to understand the way they 

conceptualized their practice.  

4.5.2 This study as a narrative inquiry case study 

There are different approaches to and definitions of the entity ‘case study’. Stake (2005), 

Flyvbjerg (2011) and Yin (2014), for instance, highlight the choice of an individual unit of study and 

the demarcation of its boundaries as two of its main features. Yin (2014) also underlies that case 

studies investigate a contemporary phenomenon (‘the case’) in its real-world context while Cohen 

(2007) stresses that, since contexts are unique and dynamic, case studies try to capture and 

report their complexity by looking at the “unfolding interaction of events, human relationships 

and other factors in a unique existence.” (p. 53) 

These characterizations apply accurately to ‘the three cases’ that comprise this Ph.D. study. This is 

because, on the one hand, this investigation aims to unveil the complex blend that composes 

each participant’s experiential knowledge underlying their teaching practices. On the other hand, 
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because it will look at the interplay between teachers’ experiential knowledge and contextual 

factors.  

Another feature of case studies is its emergent design, which refers to the flexibility of the 

research design in qualitative studies during data collection and data analysis. This allows for the 

development of research according to what is learned in the early stages of the research project 

(Morgan, 2008). As explained in section (4.5.1), the study design was adjusted and refined during 

the initial stages of data collection. 

By concentrating on a few individuals, case study researchers are able to provide a thorough or 

‘thick’ description based on a range of sources of the participants’ views (Duff, 2008).  

In this study, the thirteen-month period of data collection (considering both the pilot and the 

main study) allowed for the accompaniment of the three participants in many different 

circumstances which allowed for a meticulous description of their cases in the data analysis 

procedures. 

The fact that case studies focus on single cases or on few cases has been pointed out as one of the 

inconveniences of such research approach in terms of how their findings can be generalizable. 

Yin’s standpoint about this issue is that they are generalizable to theoretical propositions but not 

to other populations or universes (2014: 21). In this view, the results of this investigation could 

contribute in several directions. A methodological one, to model the application of the PPK and of 

Teacher Cognition approaches in EFL primary classrooms. Theoretically, it could contribute to the 

fields of primary EFL pedagogy, to LTC and to primary EFL teacher education by offering detailed 

descriptions of how three Mexican EFL primary teachers conceive their professional work.  

Regarding the kinds of case studies described in the literature, this investigation can be defined as 

a multiple case study (Stake, 2005) because it will investigate the PPK of three in-service, primary 

EFL teachers. In regard to the setting, since the three participants work at the same school, the 

study can be described also as in-site (Creswell, 2009). Likewise, Yin (1984) identifies three types 

of case studies according to their outcomes: an exploratory case study would act as a pilot to 

other studies; a descriptive case would provide a narrative account, and; an exploratory case 

study would test theories. The outcome of this Ph.D. study will be of the second kind (descriptive) 

because it will provide a narrative account of the professional life of three in-service EFL primary 

teachers in a specific context in a particular historical moment. 

To conclude, it can be said that the description of the case study approach presented in this 

section, can support the choice of such a methodology for this study. It can also be stated that the 
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case study approach was integrated and subsumed to the PPK and NI approaches. In the next 

section, the selection of the narrative inquiry methodology will be sustained. 

4.5.3 Narrative inquiry within a PPK approach 

NI is considered a relatively new qualitative research methodology in the areas of applied 

linguistics and educational research (Clandinin & Huber, 2010).  There are different theoretical 

frameworks of NI and consequently, a broad set of understandings of what ‘a narrative’ and a 

‘story’ are. For example, a narrative can be a mode of knowing as presented in Bruner (2002), a 

methodological response to positivist paradigms or to the application of quantitative approaches 

in qualitative research (McAlpine, 2016) or, as in this research, a way of thinking about experience 

(Clandinin, 2006). In this study, the main foundation of NI is that it conceives human experience as 

expressed in an organizational scheme of narrative form (Polkinghorne, 1988). The next citation 

by Connelly and Clandinin (1990) explains clearly the epistemological and ontological view of NI 

that framed this study: 

One theory in educational research holds that humans are storytelling organisms 
who, individually and socially, lead storied lives. Thus, the study of narrative is the 
study of the ways humans experience the world. This general concept is refined into 
the view that education and educational research is the construction and 
reconstruction of personal and social stories; learners, teachers, and researchers are 
storytellers and characters in their own and others’ stories. (p. 3)  

The relevance of this particular approach is that it is about how human beings deal with 

experience and, since this is a study about the pedagogical knowledge EFL practitioners gain from 

experience (educational, teaching and life experiences), it was the right tool to collect and analyse 

data.  

NI, as any other qualitative method pursues an understanding of how participants see the 

phenomenon under study. However, NI has certain peculiarities that distinguish it from other 

qualitative methods. This Ph. D. study adopted the NI theoretical framework developed by 

Clandinin and Connelly in the following texts: Clandinin, 2006; Clandinin & Connelly, 2000; 

Connelly & Clandinin, 1990; 2006. As advanced above, the main reasons for this choice was that 

they outlined NI in educational settings, including primary schools.  Secondly, because the way NI 

was applied assumes that teacher knowledge has a storied form and “it is developed out of 

teacher’s stories about their work, and their dialogues with one another, with pupils, with 

teaching materials, and with themselves.” (Elbaz-Luwisch, 2007: 357) 
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Before describing the main features of this approach to NI, it is important to state that in this 

study ‘narrative’ or ‘stories’ are interchangeably in meaning and are defined as “a way of 

presenting or understanding a situation or series of events that reflects and promotes a particular 

point of view or set of values.” (Webster dictionary) It is worth emphasizing that these terms are 

not used here as a tale or fictional events. Hence, this research is concerned with the analysis of 

the participants’ narratives gathered in interviews. More clearly, participants’ answers to the 

interview questions are considered narratives or stories because they are the way participants 

used to structure their pedagogical experience into meaningful units for themselves and for the 

researcher. 

Connelly and Clandinin’s approach to NI considers a Deweyan view of experience which comprises 

the ideas of continuity and interaction which were already explained in 3.4.3 From this 

understanding of experience as social (interaction) and dynamic (continuity), Connelly and 

Clandinin derive a conception of the research field as a three-dimensional narrative inquiry space: 

place, temporality and sociality. 

Narrative inquiry as place: the first main feature for NI researchers is place (Clandinin & Caine, 

2008), which is defined as “the specific concrete, physical and topological boundaries of place or 

sequences of places where the inquiry and events take place.” (Connelly & Clandinin, 2006: 480) 

In this study, place refers to the primary school setting and to the participants’ classrooms. It 

includes both descriptions and examinations of how each participant uses this space. Place also 

refers to the stories that the school community narrates about the school and which, in turn, have 

an impact on the school staff because they create expectations or allow certain behaviours. In the 

case of ‘Moderate school’ (the research field of this study) there are teachers’ stories about 

teachers, parents, the school staff and the children and hence, teachers’ practices emerged within 

the framework of those stories. This topic is treated further in 4.6.3.1. 

Narrative inquiry as temporality: temporality can be considered the continuum or the temporal 

transition which is represented during the investigation of a phenomenon. Participants may refer 

to the past, present and future in their narratives, and this is supported by the suggestion that our 

biographies or life stories are composed and revised as we live (Clandinin & Connelly, 2000; 

Clandinin & Huber, 2010). For example, a teaching practice could be explained in a framework of 

historical experiences either as a learner or as a preservice teacher. It could also be the case that 

in-service teachers are required to revisit their own personal, historical narratives and possibly 

reconstruct and reinterpret how these, shape their current experiences. Connelly et al., (1997) 

exemplify temporality when they describe the tensions of a Chinese teacher (Shiao) who returned 

to teach in Shangai after a Canadian graduate studies education. Shiao travels back and forth in 
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her personal history to find sources of her experiential knowledge that can suit her role as a 

teacher and as a parent. In regards to Moderate school, the participants’ narratives about 

practices refer, for example, to times when they were primary English learners themselves or 

learning how to teach from a mentor. Besides, their practices emerge in the midst of students’ 

stories about a myriad of situations from the past and aspirations for the future of the students: 

students that were too shy to perform oral tasks, students who are going through a hard time, 

students who learned to appreciate their own capacity and effort to learn. 

Narrative inquiry as sociality: the last element of the three-dimensional narrative inquiry space is 

sociality, which means that the narrative inquirer considers both the personal (feelings, hopes, 

values) and the social conditions. The social conditions refer to two different spheres. On the one 

hand, it considers the cultural, social and institutional contexts in which the participants’ 

experiences are unfolding. On the other hand, it considers the role of the researcher (section 

4.6.2) regarding the fact that the relationship between the researcher and the participants’ lives is 

genuine and characterized by a personal engagement (Clandinin & Huber, 2010). Examples of the 

impact of sociality in the participants of this study were the frequent changes in the education 

policy regarding primary EFL teaching: changes that influenced planning, teachers’ behaviour 

towards students and changes that threatened job stability (as when it was announced that 

teachers needed to have a B.A. to teach EFL in primary). 

Further information about the elements of the three-dimensional narrative inquiry space will be 

provided in section 4.6.3.1. 

4.5.4 Distinctive features of NI 

I would argue that three features make NI a distinctive qualitative method. The first one is that NI 

is relational. The participant-researcher relationship is central and it is a means to construct the 

study. Beyond the researchers’ aims in a study, the intimate and genuine relationship necessary 

to develop a NI study becomes a priority. Hence original research objectives may need to be 

negotiated several times to fit the development of that relationship (Connelly & Clandinin, 1990). 

In the case of this study, participant-researcher relationships were at the centre which implied: a) 

adopting a narrative inquiry approach to interviews (they were flexible enough to allow 

participants’ narratives of their experience of life in the classrooms (Ayres, 2008); b) the frequent 

negotiation of visits to their classrooms; and c) being attentive to being helpful to the participants 

in the field.  
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The second feature of NI is the way ‘informed consent’ is understood. Informed consent is not 

just an agreement that is signed and filed as an initial ethic requirement in every research 

(Clandinin, 2006). It is an issue that needs to be kept in mind all through the research 

development. The foundation of this tenet lies in the fact that the research conditions develop 

constantly and unexpectedly, hence, the initial plan considered at the time the informed consent 

was signed might have changed later and the participants need to be informed further and 

consulted as many times as necessary regarding their consent to continue in the research. During 

the development of this Ph.D. study, every time I arranged a visit to the participants’ classrooms, I 

was attentive to their attitude and when I noticed a certain discomfort, I explicitly asked them 

about it and reminded them of their right to leave the research.  

Thirdly, closely related to the idea of a three-dimensional narrative inquiry space, Connelly and 

Clandinin’s approach to NI, underscores the fact that when the researcher enters the field, he or 

she is ‘in the midst of stories’. There are the school community stories which started long before, 

the stories of the participants (who they were before working in that school, how they got to be 

part of that community, how they feel in the field with colleagues, heads, students, staff and 

parents) and the researcher’s story of his or her own identity and of why and how he or she got 

there. Since these stories were weaved in a particular cultural, historical and social environment, 

the researcher needs to be ready to discover them and learn from them in order to position 

himself or herself with an interpretive attitude while developing the study.   

Beginning with a narrative view of experience, researchers attend to place, 
temporality, and sociality, from within a methodological three-dimensional narrative 
inquiry space that allows for inquiry into both researchers’ and participants’ storied 
life experiences. Within this space, each story told and lived is situated and 
understood within larger cultural, social, and institutional narratives. Narrative 
inquiry is marked by its emphasis on relational engagement between researcher and 
research participants. (Connelly and Clandinin, 1990: 541) 

Fourthly, PPK deals with the professional lives of teachers in classrooms, intending to develop a 

way of looking at teachers' experiential knowledge and at teachers as curriculum developers 

(Clandinin & Connelly, 1986, 1987; Clandinin, 2015). PPK and teachers’ professional lives have 

been found to comprise: personal philosophy, narratives, metaphors, images, narrative unity, 

cycles and rhythms (Clandinin & Connelly, 1986; Connelly et al., 1997). These also serve as a 

methodological structure through which to explore teachers’ experiential knowledge. In this 

study, the constructs described below were considered as the scaffolding categories that oriented 

the iterative reflection process during data collection. 
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 Personal philosophy: consists of principles, beliefs and values that were developed from 

experience (Golombek, 1998). 

 Image: the portraits practitioners create to express the essential features of their work. 

Clandinin (1985) defines it as a kind of knowledge that contains both professional and 

personal diverse experiences. It has emotional and moral dimensions and it is embodied 

in teachers’ TP and discovered through teachers’ narratives. For example, a generalist 

teacher uses the image of ‘home’ to describe her classroom and the collaborative work 

she did with her primary students to set a cozy environment (Clandinin, 1985; Clandinin & 

Connelly, 1986). ‘Image’ is also a construct used interpretively by researchers to describe 

who the practitioners are. For example, Connelly et al., (1997) and Golombek (1998) use 

‘image’ to picture the tensions practitioners experience in their practice and which gives a 

certain form to their practice. In this vein, Golombek (1998) describes the two study 

participants’ PPK through the images of ‘the balance’ and ‘the scaffold’ to picture the 

narrative unity that characterizes best the underpinnings of their teaching practices.  

 Narrative unity: it is the way an individual interprets his or her own history expressed 

narratively (Clandinin, 1985; Connelly et al., 1997; Golombek, 1998). It pervades their 

professional and personal lives by showing what was important to them in different 

moments and what is relevant telling in their stories. In this study, this construct was 

identified clearly in the biographical narratives of the participants collected through the 

interviews. 

 

 Cycles and rhythms: they refer to a teacher’s perception of time at school and the 

conception of the cyclical temporal patterns of school lives. It may include the alternation 

between classes and vacation periods, the number and kind of festivals to be organized, 

the reception of new groups at the beginning of the school year and their farewell at the 

end of it (Clandinin & Connelly, 1986). Cycles and rhythms picture that beyond the 

dreariness of routines that different institutional cycles impose on teachers' work, 

teachers personalize cycles by developing creative rhythms.  

 Professional knowledge landscape: within PPK the ambience where teachers perform 

their professional knowledge is defined as the ‘professional knowledge landscape’ 

(henceforth PKL), a concept that “captures the exceedingly complex intellectual, personal 

and physical environment for teachers’ work.” (Connelly et al., 1997) It includes not only 

the teacher’s life in the classroom but also their institutional life out of the classroom 

(with other teachers, administrators, policymakers, parents) and their personal lives 
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(Clandinin, 2015; Clandinin & Connelly, 1996; Connelly et al., 1997). In other words, the 

nature of PPK differs according to whether the teacher is in-classroom, a place involving 

interaction with children or out-of-classroom which is suggested to be a more prescriptive 

space where teachers are expected to have certain expert knowledge. When teachers 

move out of their classrooms into the out-of-classroom place they live and tell cover 

stories that show them as experts (Connelly et al., 1997). This construct coincides and 

comprises the institutional and interpersonal dimensions of the TP defined in section 3.5. 

In this study, PKL was a helpful tool to capture features of contextual factors and 

participants’ sense of agency. 

In this study, PPK and NI were considered appropriate tools to explore primary teachers' EFL 

practice after the data analysis of the pilot study (see section 4.9).  

4.6 Approach to data collection 

As explained above, PPK proposes the application of NI as the research method to study how 

participants make sense of their lived-experience. Clandinin and Caine (2008) propose two ways 

to collect data: “listening to participants’ stories and living alongside participants as they live their 

stories.” (p.542) In this frame, the most commonly used methods are interviews and 

conversations or interviews as conversations. In the case of this study, I adopted the role of 

participant observer in the classrooms and used semi-structured interviews and class 

observations. The latter had two main functions. First, they were the tool to trigger the narratives 

about classroom practice during interviews. Secondly, they were the main means to immerse 

myself in the participants’ lives in the classroom and aid understanding about how they were 

embedded in social, cultural, and institutional narratives. 

Data collection also included other elements. A researcher diary in which I reflected upon the 

data, the data collection process, the difficulties and uncertainties I lived in the field and artefacts 

such as pieces of students’ work and pages from the courses textbooks which were respectively 

the base and products of several teachers’ practices. 

4.6.1 Gaining entry to the research site: ‘Moderate school’ 

The study was done in a small private primary school located in Mexico City. In this section, I will 

describe the process I went through to gain entry into the research field. 

Since I was interested in studying what underpins in-service EFL primary teachers teaching 

practices, I decided that I could select either a public or a private school as the research site and 
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set to explore both options. It is very difficult to gain entry to educational institutions for children 

in Mexico and elsewhere due to the current policy that protects children’s identity and well-being. 

Being aware of this, I first contacted by email all the PNIEB coordinators to tell them about my 

interest in doing this research project in their states but, unfortunately, I got no answer. 

At this point, I searched for a small private school in which it would be possible to develop this 

study and realized that it was very difficult to negotiate entrance to private schools as well. 

Beyond the security policy issue mentioned above, parents do not like to have strangers in their 

children’s school, no matter who the person is or why he or she is there. Heads of schools neither 

want to disturb the parents with unnecessary news, nor they want to have them sign consent 

forms or information letters that are not related to school life. 

I visited three private schools but only one of them accepted my proposal. I knew the headmaster 

of this school because my child was a student there at the time. The agreement with the 

headmaster was that in exchange for observation and interaction with in-service teachers, I would 

organize a monthly EFL teachers’ meeting. In Mexico, during the time of this study, students did 

not attend school the last Friday of each month because teachers have meetings in which they 

discuss school issues and SEP guidelines. The headmaster and I agreed that those Fridays, EFL 

teachers would meet to discuss topics relevant to the delivery of their English classes. 

It needs to be stated that these EFL meetings were not CPD sessions, but a space for the teachers 

to comment on issues they considered important.  

Some weeks after this agreement, I invited the three EFL primary teachers to participate in this 

research. I also explained to them that the study would consist of class observations and 

interviews about those classes. I told them that I was interested in visiting their classes when they 

were going to do some kind of oral skills work. It is important to explain that being interested in 

studying the underpinnings of their TP I thought it would be easier for them if I circumscribed my 

visits to observing just one skill. However, when data collection started, I noticed they invited me 

to see what they wanted to showcase regardless of if it was related to oral skills or not.  

A few months after these arrangements were made, the school director offered me a position as 

the secondary English teacher which I accepted. 

4.6.2 My roles as a researcher 

My role as a researcher was as a ‘moderate participant observer’ (Spradley,1980). The degree of 

involvement with the participants and with their activities was moderate which means that I 

maintained a balance between being an insider and an outsider. I was an insider because of my 
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roles as a school parent and as a colleague. It is important to note that ‘insider’ status involves 

both opportunities and challenges. Firstly, I was regularly in school. It meant that to some extent, 

I was living a common experience with the participants. It meant arguably that I had greater 

insight into the social and contextual aspects of this specific setting which could feature in the 

teachers’ expressions of PPK. On the other hand, this insider status could be challenging in terms 

of data analysis and interpretation. It would be important to try to conduct analyses in a 

systematic rigorous way and to balance my dual role of researcher. 

However, I also could be considered an outsider. Firstly, as a secondary EFL teacher, I was part-

time and therefore on site, as a teacher, for only six hours a week. Also, my experience of the 

Mexican education system is from an outsider’s point of view as I was born and raised in another 

country. So, whilst my understanding of the Mexican education system has developed as a parent 

to Mexican children and as a teacher for many years in a public Mexican university, my 

understandings of education as a parent and teacher formed in another context. So, what I 

observed and felt while spending several hours a week in this primary school was quite new to me 

(the way teachers interacted with the children or with the principal, the way children interacted 

among themselves, the kind of activities they did in the English classes, the way they used the 

textbook). In addition, the Mexican participants and children ‘detected’ my Spanish accent and 

noticed explicitly that I was not Mexican. 

I noted two phases in the development of my relationship with the participants. During the first 

months of data collection, I felt the need to reflect frequently on my role because I felt certain 

tensions regarding the ethical behaviour I should exhibit while collecting data (Cohen, Manion & 

Morrison, 2007). Consequently, I made decisions about two issues. The first one was to allow my 

relationship with the participants as colleagues to develop genuinely and naturally without mixing 

it with my researcher’s role. This means that when we worked collaboratively or spent time 

together at school, I refrained from getting information for my research; I simply enjoyed their 

company and avoided observing the events with a ‘researcher’s eye’. The second one was that 

when I was in my researcher’s role observing classes or interviewing the participant teachers, I 

just listened to them and asked for clarification when needed, but I tried not to give them any 

feedback from my own point of view. The reason for this was that since my study was about the 

underpinnings of their teaching practices, I needed to listen to their narratives without 

contaminating the data with my own view. The participants were made aware when I was actively 

collecting data and were, therefore, able to distinguish between my roles as researcher and 

colleague. 
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I noticed the second phase of the participants-researcher relationship during the last two months 

of data collection when I felt I knew the participants much more than when this study started. I 

felt then that I could notice not only their professional but also some of their personal needs. On 

several occasions, they wanted me to observe some of their practices or their monthly lesson 

plans and expected some feedback from me and I acted accordingly. These observation episodes 

were not included as part of the data collections.  

Within the narrative approach and PPK the researcher-participant relationships have a profound 

sense of ethics that, besides negotiation and respect, it includes mutuality (Clandinin, 2006). Due 

to the importance of this topic in this kind of research, in the analysis of each participant’s case 

(Chapters 5, 6 and 7) this topic will be revisited in sections 5.5, 6.4 and 7.4. 

My other roles in the field were a parent of a primary child and the secondary school English 

teacher. As a parent-researcher, I had to deal with two kinds of situations that gave me a certain 

discomfort: having my one child in one of the classrooms where I collected data and managing 

two different roles with one of the study participants: she was my child’s teacher and a 

participant to the study. To try to ease my discomfort I just reflected on it to accept it and tried to 

face it every time.  Looking backward, I realize that this must have been an odd situation for the 

participant too. But during data collection I did not consider talking with her about it.   

In regards to my child, I just observed his attitude while I was in his classroom or elsewhere in the 

school to see if he looked uncomfortable or needed some kind of explanation, but I felt it was not 

necessary. He just ‘pretended’ I was another teacher and purposely avoided talking to me unless 

it was necessary.  

4.6.3 The research setting 

I gave the school the pseudonym ‘moderate’ to picture the way the school community deals with 

most kinds of matters: without precise deadlines, ‘black and white’ rules or immediate solutions. 

This applies both to management and educational matters. These are some examples: in the 

second or third week of classes, official lists of students may not be ready yet because the 

admission process is more flexible than in other schools and several students would enroll when 

classes have already begun. Regarding students’ behaviour problems, instead of applying the 

SEP’s disciplinary measures strictly and right away, when a student misbehaves, the staff analyses 

the case to find ways in which students could improve. They seem to intend to understand the 

children’s environment and personal characteristics to try to apply more comprehensive 

measures.  
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From my participant-observer point of view, ‘moderation’ also implied that the school 

atmosphere is quite calm and relaxed in the sense that it seems that there is a tacit rule of 

avoiding stressing the children unnecessarily and of accepting children’s personalities and abilities 

in the different moments of their development. It is worth stating that this peculiarity may have 

had to do with the fact that at the time of the study, this school was registered as a SEND school 

(see section 2.3). 

As mentioned in 4.6.1, it was difficult to gain entry to a primary school. However, once in the 

field, the knowledge I gained as a moderate observer in classrooms and in the interviews of the 

participants showed me the feasibility of developing this kind of study.  

On the one hand, the size of the school (only seventy students in the primary section) seemed to 

allow an acquaintance with the participants. On the other hand, ‘the moderate’ way the school 

seemed to be managed offered me the possibility of developing a certain agency as a researcher 

that allowed me to learn how to adjust myself to this school-life culture. For example, it allowed 

the possibility of scheduling my visits with the participant teachers with no need of getting 

additional permits from the school head and of spending additional time during my visits to 

observe other aspects of school life such as recesses, entrance and dismissal times. These were 

opportunities to observe as well, the relationship among staff, students, parents and staff, 

students and parents. 

Moderate School is one of the almost three thousand private primary schools in Mexico City. The 

primary section of the school has about seventy students and each class has an average of twelve 

students. Since classrooms sizes vary, they are assigned every year according to the number of 

students enrolled in each group. 

Half of the school day lessons follow the Mexican national curriculum and the other half of the 

day students take EFL classes. To obtain a fair management of classes, generalists and EFL 

teachers alternate their schedules in such a way that one week, children have the national 

curriculum lessons first and the following week, they have English lessons first. School staff 

consider that children are quieter, behave better, and are fresher to learn early in the morning 

and hence, they take turns instead of having a fixed schedule. 

The national curriculum classes are in Spanish and seem to be teacher-centred. By this, it is meant 

that an important amount of time is spent by teachers explaining the topics orally and by students 

listening to teachers’ explanations, copying from the blackboard or completing their textbooks. 
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The school fees are similar to many other private schools of this and other zones of Mexico City. 

The amount that is paid monthly is above the ‘basic monthly Mexican salary’ which is equivalent 

to about one hundred and sixty-two American dollars.   

Students do not wear uniforms, which is an unusual practice among private schools in Mexico. As 

a parent of the school community, I learned that not wearing uniforms could be perceived by 

parents as a sign of flexibility from the part of the school which manifested also in other practices 

such as that some students dyed their hair or that male students were allowed to wear long hair 

(although they had to wear it in a pony tail). These practices contrast with the ones other Mexican 

private school have had for many years regarding students’ appearance: strict use of uniforms 

and prescribed hairstyles.  

In my parent’s role, I have the opportunity to learn more broadly about the school community. 

For example, in school gatherings such as students’ team meetings and birthdays, I learned that 

many parents chose this school because it has affordable fees and a considerable number of 

hours of English classes a week (at least ten hours).  Other parents chose it due to its proximity to 

students’ homes or their acquaintance of the head and owner of the school.  

4.6.3.1 The three-dimensional space  

In a PPK NI inquiry approach, the researcher gets to the field in the midst of stories. For example, 

stories about what it is said about the school and about the school neighbourhood, stories about 

what the participants think of the school and its community. Hence, it is relevant to attend to the 

three-dimensional space mentioned in Section 4.5.3. to try to build a better picture of the 

research field. In this section an overview of place and sociality will be given and below and in 

section 4.7.1 sociality will be treated further. 

Place: the school building was originally a house that was then adapted to function as a 

kindergarten more than twenty years ago. Then, ten years ago, school owner, decided to expand 

the educational services year by year to offer the six grades of primary, and since 2015, he also 

receives secondary students.  

The school area is big enough to hold three classrooms in the kindergarten section, six in primary 

and three more in secondary. Besides, there are six other rooms: the head’s office, the school’s 

secretary office, a science lab, a computer lab, which is also the school library, a multi-purpose 

room and a small room with just a small table and two chairs used by teachers when they have 

appointments with parents. The yard is about six hundred square metres and has a few trees, 



Chapter 4 

70 

plants, grass and a zone with some pieces of playground equipment. There is not a staff room, 

consequently, teachers spend their time inside their classrooms or in the yard.   

The school is in a middle-class neighbourhood in Xochimilco, in the south-east of Mexico City. The 

classification of ‘middle-class’ was based on official descriptions of the socio-economic 

characteristics of Mexico City different zones (CONEVAL, 2016). Xochimilco is one of the sixteen 

‘alcaldías’ (the smallest political instances in Mexico) which contains one hundred and six 

neighbourhoods. The school is in a zone of Mexico City that it is a bit of a borderline because it is 

eight blocks from a big city-like zone that has several malls, restaurants and big supermarkets, but 

it is as well, immersed in a zone of autochthonous families and celebrations. In most zones of 

Xochimilco, this autochthonous flavour translates in that many families organize traditional 

celebrations for the neighbourhood’s patron saints in which the religious procession is 

accompanied by dancers who perform aboriginal dances. Besides, in my own view as part of the 

school and neighbourhood community the blend of customs seems to be the rule and not the 

exception because in Mexico City there are lots of people who came from other zones of the 

country and who are used to different ways of living. Hence, in the school community, Mexican 

families with a more ‘global’ way of living co-exist with families who still follow a calendar of 

autochthonous celebrations and prepare traditional dishes.  

Sociality, as explained in 4.5.3, refers to cultural social and institutional features. Here, certain 

features that impinge on life at Moderate School will be presented. 

In Mexico City, as in many other parts of the country, people need to be alert at all times due to 

the different kinds of criminal behaviour that stalk. Official information reported in a 2016 survey 

about victims of crime and people’s perception of insecurity showed that in Mexico City the 

perception of social insecurity rises to 85.7% (INEGI, 2017). The recurrence of kidnappings, human 

trafficking, robberies, molestation, corruption, among other types of criminal behaviour generates 

a sense of tension and self-protection that manifests itself in that most people do not want to give 

personal information to others and find hard to trust others. 

Another consequence of this tension is that much of the human spontaneous, genuine attitudes 

of openness need to remain held up inside. The reason why this social characteristic is mentioned 

in this study is that this alertness impinges an all-pervading mark to social relationships. Even at 

school or at a workplace, people are watchful (Fierro, 2016). This sensation of vulnerability makes 

people observe their environment carefully and become self-conscious of themselves. In this 

study research field, staff and students live this tension. This does not mean that there are no 

social relationships of trust and caring in this school; it means that they take time to develop. 
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A second characteristic of the social context that is worth mentioning is parents’ attitudes. Some 

parents of private schools in Mexico can have an arrogant attitude towards the school staff as if 

paying the school fees gave them the right to express their opinions about school issues in an 

impolite way. Teachers who have experienced or heard of this kind of attitudes, become quite 

defensive and try to avoid interaction with parents. Hence, for example, if a child does not bring 

the school materials or misbehaves often, the teacher will usually try to solve the problem himself 

or herself and will only call the parents when the student’s case needs some kind of adult 

attention and supervision (this information was gathered from personal talks with several 

Mexican teachers and from my own experience as a Mexican primary and secondary teacher.) 

4.6.3.2 The school staff and duties 

There are nine teachers in primary. The way they are organized is that there is a generalist 

teacher and an EFL teacher assigned to each two groups:  first and second graders share the same 

generalist and EFL teachers, third and fourth grade share another pair of generalists and EFL 

teachers and, likewise, fifth and sixth graders had their generalist and EFL teachers. The remaining 

three teachers of the primary staff are a P.E. teacher who teaches yoga and games that can help 

students develop different skills such as catching and throwing balls, throwing a basketball in a 

hoop, crawling, etc. Each primary group had yoga classes twice a week during forty-five-minute 

periods. 

In Mexico, it is quite unusual to offer yoga instead of average P.E. classes. I consulted the school 

head about this when I was about to enroll my child there and he told me that he considered it 

better as a means of “avoiding exciting children too much during P.E. classes”.  I also realized later 

that the school yard is not big enough to offer students sports such as soccer or basketball.  

There is also a music teacher who teaches students how to play the flute (recorder) and a drama 

teacher with whom students perform short roleplays. 

The rest of the staff in primary are the heads, one secretary and three people who are in charge 

of cleaning and maintenance of the school facilities. The primary head was an ex-school primary 

teacher who had worked at Moderate School some years before. She is in charge of many duties 

such as complying with SEP requirements (for example, handing in students grades, preparing 

students’ certificates, communicating SEP guidelines to staff), making appointments with parents, 

informing the school head about all kinds of school and SEP issues and helping teachers solve 

problems (with students, parents, materials, school accidents, etc.) 
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As mentioned before, the owner of the school is also the head and has been in charge of the 

school management for more than twenty years. He delegates educational matters to the heads 

of each section: kindergarten, primary and secondary.  

All members of the school staff know the students by name and all the primary teachers 

(generalist and EFL teachers) need to know as well the children’s caretakers because one of their 

monthly duties is to receive the children at 8 a.m. and see them off at 2 p.m. This last task is a big 

concern and source of tension because due to the high levels of crime (kidnappings) and also to 

particular cases of children’s custody, staff needs to be completely sure of whom they are handing 

each child to.  

There is a monthly meeting held the last Friday of every month in which school issues and new 

SEP mandates are analysed, discussed or put into practice. Very frequently, a part of these five-

hour sessions is held at other schools so teachers from different schools can share ideas about 

how they are dealing with educational matters. On other occasions, the SEP sends their 

representatives to each school to give talks about new regulations. Due to their busy schedule 

and responsibilities, teachers neither have time nor permission to get together with other 

members of the staff.  

Before closing this section, it is relevant to explain that Moderate School salaries are average: 

they are similar to other small schools in the zone and much lower than salaries offered at some 

bigger private schools in this city. Primary teachers’ wages were about three hundred dollars a 

month (which was equivalent to the amount of money needed to rent a middle-class two-

bedroom flat). 

4.6.3.3 ELT delivery at Moderate School 

There is not a preferred or prescribed EFL teaching methodology at Moderate School. Perhaps 

because there is not an English coordinator nor an EFL teacher in charge of making decisions 

regarding the EFL curriculum and teaching materials, each teacher delivers the classes in her own 

way. As explained in section 2.7.1, although there is a national curriculum, there is a primacy of 

the book over the national curriculum in the delivery of EFL classes at primary. 

Moderate School delivers the EFL primary courses from the textbook Oxford Discover series (first 

edition) that was designed by Koustaff, L. Rivers, S. Kampa, K., Vilina, C. and Bourke, K.  and 

published in 2014.   This set of books comprises the student's book, the workbook, the teacher's 

book and a CD. There is also a DVD, but Moderate school teachers do not use it because they do 

not have a DVD player in the classrooms. These textbooks have eighteen units which are 
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organized into six areas: reading, vocabulary, grammar, listening, speaking and writing. Besides, 

after every two units there is a ‘wrap up section’ that consists of review exercises. 

The series authors’ stance is that language and literacy skills are best taught within a framework 

of critical thinking and global awareness. Hence, they present a variety of topics for 

communication practice that can complement and expand primary students’ knowledge about 

school subjects like: geography, biology, history and arts. 

The way this series was designed resonate with some of the ideas presented by Hutchinson and 

Torres (1994). On the one hand, the idea “that using a textbook can have a purpose relative to the 

requirements of interested bodies external to the classroom” (p.319). In this case, Moderate 

School the headmaster asks for EFL books to satisfy parents. The book is a means of evidence of 

classwork and learning for parents. 

On the other hand, the series design resonates with the idea of the textbook as an agent of 

change and of teacher training. This can be observed in that the key principles that guided the 

design are presented to the teacher in the book introduction and then those key principles are 

explicitly referred to in the book lessons (see appendix J and K). In this way, teachers get 

pedagogical and methodological knowledge and support to deliver units, lessons and activities. 

Principles belong to three groups:  language and literacy skills (vocabulary, grammar and literacy), 

“Twenty-first century skills” (critical thinking, communication, collaboration and creativity) and 

inquiry-based learning. The textbook also presents the rationale of the assessment program of the 

series and guidelines to differentiate instruction.  

Teachers plan annually before the school year starts. EFL teachers used to make their planning 

following the textbook until the school year 2016-2017 an inspector visited one of the primary EFL 

classrooms and asked the teachers to start planning according to the national curriculum. 

However, after this adjustment in their planning, it could be observed that they continued 

delivering the lessons the way they were doing it before the inspector's visit. 

As explained in section 2.7, one of expectations parents have from private schools is that their 

children learn English. In the case of parents from Moderate School, my experience there (as a 

parent, a teacher from one year and a researcher) showed me that they are interested in having 

their children learn English because that would help their children pass English in the next 

education levels (secondary, preparatoria and higher) and find a job when they grow up. 

However, I witnessed that the only evidence of students’ progress parents get are obtained 

through students’ homework, grades and brief participations in school performances or festivals 

(when students read or say something in English. Only a few Mexican private schools have 



Chapter 4 

74 

students take international tests or send their students to spend some time abroad in English 

speaking countries (see 2.7.1.1). 

4.7 The participants 

In this section, participants will be presented briefly attending to the professional and institutional 

characteristics they have in common and the relationship among them. In the chapters about 

findings (5, 6 and 7) each participant profile will be revisited and expanded to give a framework to 

the data analysis. In this study, the term ‘participants’ refers to the three people whose lived 

experiences regarding their teaching practice as EFL teachers in a private, Mexican primary school 

are being studied. 

The information regarding their personal and professional profiles presented below was mainly 

gathered in the interview about participants professional profiles. It must be stated that they are 

presented under pseudonyms. 

Table 4: Overview of participants’ professional profiles 

 Gaviota Beatriz Natasha 

Kind of teacher 
education 

EFL teaching 
certificate from a 
Mexican private 
language school (a 
year course) 

EFL teaching 
certificate from a 
Mexican private 
language school (a 
two-year-course) 

Learned with a 
mentor by being her 
class assistant in YL 
private courses for 
more than a year 

Relevant English 
learning experience 
reported by the 
participants 

-A year in a Canadian 
Language school 
- Language courses at 
private language 
schools 

-Bilingual education 
in primary school 
-Summer courses in 
Canada as a girl 
-Advanced English 
courses in a private 
Mexican language 
school 

-Bilingual education 
in primary and 
secondary 
-Took a course and 
obtained the First 
Certificate 
(Cambridge exam) 
  

Months/years at 
Moderate School 

 7 years 3 years  She started working 
there when data 
collection began 
(2016)  

Age About 60  40 29 
Teaching experience 
with YL 

More than 20 years 13 years  9 years 

Other She holds a B.A in 
pedagogy. 

She holds a B.A. in 
design. 

 

 
The three teachers had very busy schedules because since they get to Moderate School (at 7:30 

a.m.) until they leave (around 2:30 p.m.), they are in charge of students. They attend two 
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different groups: one from 8 to 11 a.m. and the other one from 11 a.m. to 2 p.m. Among their 

duties are: to look after students during recess and to prepare school ceremonies and festivals. 

4.7.1 The students and their families 

It is relevant to address ‘sociality’, not only by referring to the participants’ hopes, values and 

beliefs and by addressing the big picture of cultural behaviour (section 4.6.3.1) but by giving a 

picture of the sociality at family level. Hence, Moderate School students’ socio-cognitive and 

behavioural profile will be described.  

Most students at Moderate School seem to have the profile described in section 2.8. During an 

informal conversation with the school staff and in class-observations, I found out that most 

students started going to school at a very early age, and currently, many of them have after-

school activities such as football, swimming or gymnastics. Another aspect of Moderate School 

families’ lifestyle is that the enormous size of Mexico City and its busy highways and avenues have 

adults plan their daily family routine with great care. They may choose to have their children’s 

school near their home or near their jobs; they may ask a grandparent or even hire someone they 

trust to pick up their children from school and look after them until they get home. 

Moderate School students come from many different family structures, often single parents (due 

to divorce) and/or blended families. This issue, which may not seem directly related to this 

research topic, needed to be considered because it may have impinged on the participants’ 

teaching practices. In several interviews and informal conversations in the school field, the 

participants referred to the fact that some of their students were going through very hard times 

due to the changes in their family structures such as their parents’ divorce, the arrival of half-

brothers or half-sisters and their adjustments to living in two houses during different days of the 

week. 

4.8 Research methods 

As stated above (4.5.2), this research is a multiple case study drawing on narrative inquiry that 

involved different sources of data: semi-structured interviews, class observations, researcher’s 

field notes and research journal and some EFL course artefacts. The selection of data methods 

reflects the methodological paths of language teacher cognition (LTC), Personal Practical 

Knowledge (PPK) and narrative inquiry (NI) (Borg, 2006; Clandinin, Pushor & Orr, 2007; Connelly 

et al., 1997). ‘Methods’ are defined here as means of gathering, analysing and interpreting data 

(Richards, 2003). 
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From LTC, it was taken the idea of the importance of having class observations and not just 

interviews with participants. Borg highly recommends complementing what teachers explain 

about their practices with class observations (Borg, 2006). This idea was reinforced and mediated 

then by PPK theory which considers that teachers’ PPK is embedded in their practice. Hence, it 

was decided that data would be collected both from class observations and from interviews to 

teachers about the classes observed. Last, the comments of Hird et al., (2000) about the limitation 

of their methodological approach (see section 3.5.1.1) made me consider how I could avoid 

having a strong impact on the participants’ conceptualizations of the underpinning of their 

practice during interviews. After reflection during the first stages of data collection, I decided that 

NI and PPK were appropriate tools to interview teachers to listen to their narratives on their 

conceptualizations of their practice. 

The total time of data collection was thirteen months. Below, the overall scheme and volume of 

data collection are presented in Table 5. 

Table 5: Sources of data collection 

 Sources of data  

1 A professional profile semi-structured interview: its aim was to explore the participants’ 
professional background as EFL YL teachers and to know about their personal 
development regarding their EFL learning. 

Duration: each interview took an average of 30 minutes. 

Period of data collection: January 2016 (pilot study); April 2016 (main study) 

 

2  Between four and six sets that consisted of a class observation plus a pre and/or+post-
interview per participant. 

Duration: observation time varied depending on the activities the participants wanted to 
show and on time availability due to participants’ activities. 

 Period of data collection: January 2016 (pilot study); from March 16, 2016 to June 23, 
2017 

3 A semi-structured interview about the course materials 

Duration: they range from 20’ to 1 hour. 

June 2016 (Gaviota an Beatriz) and June 2017 (Natasha) 

4 A final semi-structured interview about primary EFL learning and teaching issues and 
also used to contrast the researchers’ views on participant’s practice with their own view 

Duration: they took an average of an hour. 

February 2017 (Gaviota); March 2017 (Natasha) 

5 Researcher’s field notes (2016-2017) 

6 Researcher’s research journal (2015-2018) 

7 EFL course artefacts: lesson plans, teacher lesson diaries, student’s book exercises, 
photographs of blackboard exercises and of students’ notebook pages. 
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4.8.1 Interviews 

The semi-structured interviews (and class observations) were the main tool to collect data. They 

were mostly applied with a narrative interview approach: open-ended enough to allow 

participants to explain themselves fully. In this study, narrative interviews refer to an interview 

that is organized to facilitate the development of a text that can be interpreted through narrative 

analysis.  

This view of narrative interviews does not mean that every question elicits a tale. It means that 

the researcher needs to be ready to follow the way the participants make sense of their 

experience which, in this study, sometimes implied traveling in time to previous experiences to 

explain a current situation or plan future actions and sometimes implied describing contextual 

factors and the current situations that gave form to their teaching practices (TP).  

Whilst the participants did not record any specific preference for interview language, these were 

conducted in their (and my) L1 (Spanish). Consequently, quotes from the interviews were then 

translated into English for representation in this thesis. 

It needs to be stated that the design and development of interviews followed Barkhuizen et al., 

2014; Dörnyei, 2007; Richards, 2003; Spradley, 1980. The duration of interviews varied and their 

length was usually determined by the time constraints and opportunities the research field and 

the participants provided.  

Professional background and personal history as an EFL learner: as shown in Table 5, a semi-

structured interview was applied to explore participants’ professional background and teaching 

experience as well as prior language learning. These interviews took an average of 10 minutes. 

Participants included ‘teacher stories’ in their answers: stories of their own education and stories 

of their teaching (Connelly et al., 1997:667). The semi-structured interview comprised questions 

such as: How long have you been teaching EFL?, How long have you been teaching EFL to 

children?, Where did you learn English?, Have you ever lived in an English-speaking country? (See 

Appendix A). It is worth stating that due to the way data was collected, these interviews took 

place in April, a month after class observations and pre- and post-observations had started. 

Namely, it was easier to plan observations sessions because they took place in the participants’ 

teaching time in classrooms while it was very difficult for the participants to find time for 

interviews due to their busy schedules. 

Investigation of PPK and of underpinnings of TP: originally, it was intended to follow a three-part 

sequence: pre-observation interview, observation and post-observation interview with stimulated 
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recall procedures. However, this had to be reduced to two elements due to contextual constraints 

(participants’ availability). After three attempts to apply stimulated recall procedures during the 

post-observation interviews, it was decided to have post-observation interviews instead. The 

reasons for this are explained further below in section 4.8.2. 

The data collection procedure used to elicit the participants’ narrations about the underpinnings 

of their TP was to ask the participants about their teaching aims. This was the means to explore 

the unobservable dimension of teaching. For example, a usual starter question for the pre-

observation was: what are you going to do today? And as for the post-observations, questions 

were mainly about their aims for the sessions and about the underpinnings of their TP. These are 

some examples: What did we see today? Which was your objective in that activity? How often do 

you do this kind of session? What do you think of the group performance today? (Appendix A). As 

will be seen in the analysis chapters (5, 6 and 7) the term ‘narrative’ in the interviews apply to the 

way participants understand their experience of life in the classroom while attending to 

contextual factors. 

It needs to be explained here that during the first stages of data collection, to get to the point of 

eliciting the participants’ narrations about their TP, I first needed to deal with their tension about 

being observed and interviewed and with my lack of expertise as a researcher in a primary school 

setting. More precisely, I felt that two of the three participants were not at ease with having me in 

their classrooms. Additionally, it seemed that the effect of the semi-structured interviews during 

the first post-observation sessions was that they felt they were being scrutinized as if there was 

only one way of ‘teaching correctly’ and as if I were checking their expertise or teaching skills. 

They looked tense and would make comments such as: “Please, tell me what I do wrong, so I can 

improve.” Secondly, when during the interviews, I listened to the participants’ narratives about 

what they intended to do in the observed classes, I noticed that they structured their narrations 

holistically highlighting their particular focus and intentions and considering contextual factors in 

a way I could not possibly have known about. Consequently, I realized that if I aspired to discover 

the underpinnings of their TP, I needed to listen attentively to what they narrated and ask for 

clarifications instead of just applying the semi-structured interviews I had designed in advance.  

As advanced in section 4.5.1, it was mainly due to these tensions and the unexpected answers I 

got during the first interviews, that I decided to leave aside my interest in the underpinnings of 

oral skills practice and focused on trying to understand the way they conceptualized their 

practice, instead. 

Another methodological feature was that I chose not to use pedagogical or linguistic jargon (such 

as ‘corrective feedback’, ‘language awareness’ or ‘scaffolding’) in the interview questions because 
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I noticed that the participants did not use such jargon to describe their practices. I considered that 

due to the brief (and limited to teaching methodology issues) teacher education they had, those 

terms would have been unknown or obscure to them. Thirdly, my stance in data collection was 

that while observing, I tried to suspend the judgments that may have arisen spontaneously in my 

mind and instead, tried to follow what the teacher was doing or trying to achieve. 

Teaching materials: semi-structured interviews were carried out about the course teaching 

materials because it was observed that the book was the ‘de facto’ program of the courses. Their 

main aim was to get an insight into the way the participants perceived it and used it and to know 

if they used additional teaching materials. Examples of the starter questions were: Do you find the 

textbook useful? In what ways? Do you combine it with other materials? How? Do you think the 

textbook is tuned to most of the students’ English level, age and interests? Which skills could the 

students practice with the book activities? (The semi-structured interview can be consulted in 

Appendix A) 

Teaching methodology: A questionnaire was designed following (Barkhuizen et al., 2014; Dörnyei, 

2007) as a checklist of the main points to be brought up during a semi-structured interview 

applied as a means of ensuring trustworthiness. My aim was to corroborate the patterns and 

framework of the participants’ pedagogy that I have interpreted.  These final interviews were 

applied individually in my house and lasted an average of two hours (see Appendix A). It is worth 

stating that the selection of place was done by the participants from the following options: the 

school, their own house or mine or a coffee shop.  

As will be explained in more detail in the individual chapters devoted to each of the participants, 

these interviews were done only with two of the three participants (Gaviota and Natasha). 

4.8.2 Stimulated recalls  

Although in the original research design I had planned to have stimulated recall (SR) sessions after 

the class-observations, reflection on ongoing data collection made me change my mind. This 

method is applied by having the participant meet with the researcher to the see the video (or 

listen to the recording) of the educational event in question with the purpose of inviting him or 

her to comment on the thoughts he or she had had when performing the tasks observed in the 

video (Lyle, 2003). It aims at obtaining and analysing what happens in the participants’ minds 

during the performance of a particular process.  

During data collection for this study, two issues prevented me from applying this procedure in the 

post-observation interviews. One of them was that the hectic life teachers have at school did not 
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allow for the application of SR procedures. In addition, it was very difficult to find a private place 

in the school where to listen to the audio without interruptions and haste. 

A second issue was that participants reacted differently to the SR procedure. More precisely, only 

one of the three participants (Natasha) seemed to be able to relive parts of the event while 

listening to the recording. For these two reasons, it was decided not to apply SR and try to have 

post-observation interviews instead. 

4.8.3 Class observations 

The theoretical framework that supports this study regarding research on teacher’s LTC and PPK is 

based on two main elements: the narrative study of teachers’ professional work and the study of 

how their experiential knowledge is expressed in their TP in the classroom (Connelly & Clandinin, 

1988). Hence, in this study, class observations were used as a means to explore the participants’ 

TP as well as to get acquainted with the concrete practical instances about which the participants 

narrated their LTC and PPK when explaining the underpinnings of their TP. This theoretical 

framework and the aims of this study guided the decision-making process about how and what to 

observe and also about how to code and categorize the transcripts of the observations. 

Type of observation: in this study, class observations were unstructured and open (McKechnie, 

2008) which means I first intended to get acquainted with life in each classroom rather than look 

for pre-established categories. Since my research aim was to be able to capture teaching as 

experienced by the participants, it was essential to take the time to learn how and what to 

observe. This translated into a long process that started when I first entered the research field 

and finished with the last session of data collection. 

Preparations to observe: to gain insights of life in the classroom, I visited the classrooms and the 

schoolyard several times before data collection. These visits allowed the students to start to know 

me and get used to my presence at school which could help reduce both the discomfort my 

presence in their classroom could cause them and the reactivity effect (Cohen et al., 2007). In 

addition, they gave me the opportunity to start ‘feeling’ the classrooms’ atmosphere and 

dynamics. Regarding what these visits were like, on certain occasions, I invited the students to 

sing or play games or I simply spent a few minutes in each class or in the yard during recess. 

Although class observations were scheduled by the participants, I usually confirmed earlier if they 

could receive me. Then, when I got to the classrooms, I asked for permission to enter and even 

when the participants welcomed me with their greeting, I usually asked the students for 

permission too. 
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Students’ attitude towards observation: while younger learners definitely seemed to enjoy my 

presence and even took the initiative to invite me many times when they saw me at school, older 

learners’ attitudes varied: some students seemed to like my visits, others seemed quite 

indifferent and some more seem to feel shy or uncomfortable due to my presence. 

Role of the observer: when data collection started, I decided to take the role of a non-participant 

observer, but as time went by I realized that the participants and the children would feel more 

comfortable if I had a more flexible role such as a passive observer or a moderate observer 

(Spradley, 1980). Some students wondered or even asked explicitly why I was often there. When 

these questions arose, either the participants or I gave explanations according to the students’ 

ages or our interpretation of why they were asking. For example, the participants would say: “She 

wanted to visit you.” “She wants to see how well you work.” Alternatively, I explained: “You 

know, I also teach English, so I want to learn some of the fun activities you are doing today to try 

them with my students.” Or “I wanted to visit your class and spend some time with you and your 

teacher, is that okay with you?” 

In this way, I became a moderate observer which means that I tried to keep a balance between 

insider and outsider (Spradley, 1980). This role implied being seated taking notes and trying not to 

interfere with the class and acting as a helper only when the participants or the students asked 

me something: for example, handing students the materials or repeating something the teacher 

had said and a student could not hear. 

Audio-recordings notes and transcription: recordings in the classroom started after the greetings 

and small talk and I always let the participants know when it commenced by overtly showing the 

participants the recording devices and sometimes, deciding with the participants the best place to 

put them. All the observations were audio recorded with two different devices and transcribed 

verbatim by me as soon as possible. The transcription conventions used in class observation 

excerpts in the thesis text are provided in the analysis chapters (Chapters 5, 6, 7). 

The focus of observation: observations were guided by two purposes. Firstly, I tried to focus on 

themes and orientations uncovered in the pre-observation interviews to see if they were 

demonstrated in each lesson. As I got acquainted with life in the classroom and, particularly, with 

the teacher’s narrated aims and teaching methodology this process became easier. I also applied 

my expert knowledge as a YL teacher and as a researcher to follow the different and multiple 

events that occurred in the classroom. 

Analysis of observational data: the open observation technique allowed me to develop freer 

observational skills without preselected categories. Nevertheless, at the time of analysing data to 
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understand the participant’s perspective, it was important to relate the observational data to 

existing theoretical orientations.  

Theoretical tools for observation: the main tools employed in classroom observations were the six 

Dimensions of teaching practice (Fierro et al., 1999) (see section 3.6) and Classroom interactive 

competence (Walsh, 2011) (see section 3.6.1). In the case of EFL practices meant to display the 

programme contents, the ‘pedagogical dimension’ was considered in the first place. Then, CIC 

(Walsh, 2011) was used to validate the analysis of participants’ interactive work to manage the 

conditions for learning and the interactive control of the classroom (Fierro, 2016).  

This study will consider CIC using the following criteria (Walsh, 2011): 

 Control of the interaction by managing the content and the turn-taking procedures 

 Speech modification such as pitch, slow speed, vocabulary selection, or using transition 

markers to signal the beginning or end of an activity 

 Elicitation techniques used to get students to respond  

 Repair or dealing with students’ errors in discourse 

 

Figure 5: Classroom observation theoretical tools 

 

 

4.8.4 Researcher field notes 

An important part of them were written on a notebook while observing classes and then, 

expanded that same day as soon as possible, to enhance reliability (Cohen et al., 2007). On certain 

occasions, to facilitate this process, I recorded my comments in the field right after the 

observations and later, I transcribed those recordings in my field notes notebook.  

Classroom 
interaction 
(CIC)

Six 
dimensions 
of teaching 
practices
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4.8.5 Research journal 

I also kept a journal which consisted of logs of thoughts and impressions regarding the 

development of the investigation. It was written as a means of reflecting on the research process 

(Connelly et al., 1997). Likewise, I also kept a record of the main steps and phases of data 

collection and analysis. This journal also addressed the tensions, dilemmas and problems that 

arose in the process of data collection and the iterative analysis. 

4.9 The pilot study 

In this section, I will explain the relevance the pilot study had for the research design and data 

collection and the reasons why I decided to do a pilot study. 

As I had already negotiated the entrance to the research field, I invited one of the participants 

(Beatriz) to participate in the pilot study. I first explained to her what the study would consist of 

and then, I informed her of her right to refuse to participate and to retire from the study anytime, 

if she felt uncomfortable or if she simply wanted to stop participating. Once she accepted, I 

followed the ethical procedures of informing her about the project in detail and subsequently, I 

asked her to sign the consent form. 

A small-scale pilot study was implemented to test the methods under consideration for the main 

study and to practice data analysis and interpretation with an initial dataset.  

The participant and I met to discuss the steps and dates of the project and then, she decided she 

would invite me to observe a project of ‘show and tell’ about students’ pets she had planned to 

do with third and fourth graders. In terms of the methods, we had a short pre-observation 

interview right before the ‘show and tell’ observation and then we managed to have the post-

observation session almost ten days afterwards. This unexpected ‘delay’ of the post-observation 

interview had two important consequences. On the one hand, I learned how busy primary 

teachers are at school which made me realize that careful planning and plenty of time were going 

to be needed to collect data. On the other hand, I realized I would need to reconsider my original 

research design of implementing stimulated recall (SR) procedures during post-observations 

interviews due to the fact that to maximize their validity they need to be carried out as close to 

the class events observed as possible (Ryan & Gass, 2012).  

In regards to how SR was applied on that occasion, it needs to be stated that I noticed that the 

participant would rather narrate about the highlights of students’ performances of the ‘show and 

tell’ rather than listen to parts of the session recording to recall her concurrent thinking during 
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that event (Lyle, 2003). Upon reflection, I decided that this was also due to my lack of expertise in 

framing SR questions and that the SR process requires trusting and honest relationship between 

researcher and participant.  

During the data analysis process, interesting findings emerged. Firstly, the participant mentioned 

students’ affective issues alongside briefer references to EFL pedagogy. Second, the 

intersectionality between the researcher and the researched was apparent. More specifically, the 

relationship participant-researcher and the participant’s feelings and emotions were portrayed. 

The pilot study proved to be a very rich learning experience. I learned the importance of 

constructing respectful, professional relationships when conducting research. I also planned to 

extend my study to consider broader pedagogical theoretical stances, besides those related to FL 

pedagogy.  

Before closing this section, I must state that I decided to use the data collected from Beatriz 

during the pilot study in the main study (Ph.D. study) for two reasons.  The first one was that she 

left the research before data collection finished (see section 6.3) and the second one was that I 

considered that, beyond the main aim of the pilot study (trying out the methods to collect data), 

that data was very rich and could be analysed further. 

4.10 Ethical considerations 

Researchers need to take certain steps to protect the rights and interests of the participants 

(Cohen et al., 2007; Creswell, 2014). In this section, the ethical considerations that were faced in 

the research setting will be described and then, the steps taken to ensure the ethical integrity of 

this study and of the pilot study will be shown. 

In this study, the researcher had a multi-faceted and complex role which has ethical implications. 

However, paradoxically, the closeness which presents challenges for the researcher (ethically) at 

the same time facilitates access (as the researcher is known to the community) and arguably 

greater sharing of experiences (McGinn, 2008). Hence, it was essential to navigate the roles of 

parent, colleague, facilitator and researcher delicately to elicit and maintain trust, confidentiality 

and respect. Of course, in line with ethics guidelines, once participants had accepted to join the 

study, they could retire any time without obligation. They were remined of this several times 

during data collection. 

I looked for ways to minimize the discomfort my presence in their classrooms could cause to them 

(and to their students) by getting acquainted with them and by having the participants invite me 
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to their classrooms when they considered it possible. In two of the three cases, this discomfort 

was minimized, as our relationship developed feelings of trust and confidence (Cohen et al., 

2007). 

Regarding the students and as explained in 4.8.3 (‘Preparations to observe’), I visited them in their 

classes and played games with them or participated in their classes as their teachers’ helper about 

three times with each group. In addition, they saw me in my own classroom with the secondary 

students and at some recesses which I felt, help them to get used to my presence and even to 

show some interest in my visits. 

 Obtrusiveness: primary teachers are very busy because they are in charge of many tasks and 

cannot leave students unattended at any time. In addition to their professional role, when they 

leave school, they have a family and personal duties to attend. Considering this, I agreed with 

each participant, the times that were convenient for them for the interviews. They suggested 

using their free periods (such as when the children had P.E. or other subjects that they do not 

teach). Regarding observations, as it was mentioned in the previous section, the arrangement was 

that the participants themselves invited me to their classes. I did tell them the frequency with 

which I needed to observe their classes, but they decided on the dates and times.  

Anonymity: participants’ rights to anonymity were respected by giving them pseudonyms in my 

transcriptions and by omitting personal information that could allow readers to identify them or 

the school. Likewise, although students were not direct participants of the study, they were given 

pseudonyms in class observation transcriptions (see Appendix C). 

Confidentiality: the data collected was only seen by me. I kept it safe in a computer that has a 

password and, which is only used by me. Another aspect of confidentiality is that I decided to 

omit from the data analysis information that they confided me about their personal lives. I 

interpreted that the moments they told me private information it was because they considered 

me a colleague friend and not a researcher. 

Consent: on that first negotiation with the headmaster, I explained to him that if the primary 

teachers accepted to participate in the study, I would need their and the parents’ consent before 

the study could start. The headmaster offered to explain the study to the parents and to 

distribute the information letter and the consent forms when they went to school to sign their 

children’s report cards. Although I would only audio record the classes to study teachers’ actions, 

due to the young age of the students, parents who allowed their children to participate signed 

their consent. In these documents, it was clearly stated that they could decline involvement 
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without fear of any discrimination and also that they could withdraw at any time (see Appendices 

“D.2” and “E.2”). 

Regarding the participants, a written consent was requested from each of them before starting 

the study. In addition, as explained in section 4.5.4, the NI approach applied during data collection 

made it necessary to frequently check with the participants if they still wanted to be part of this 

research and if it was still possible to continue visiting them in their classes. 

4.11 Trustworthiness and reflexivity 

In this section, the way trustworthiness and reflectivity were treated in this research will be 

presented. In regards to the selection of the concept of trustworthiness, Given & Saumure 

(2008:895-896) propose that a qualitative research could be more appropriately described by 

using terms considered for this kind of research instead of using terms such as generalizability, 

internal validity, reliability and objectivity which have been parameters used inside the 

quantitative paradigm. Following this approach, this study will consider the following concepts: 

transferability, credibility, dependability and confirmability. 

Transferability refers to the importance of stating the scope of one’s qualitative study and hence, 

making clear its applicability to different contexts. This study is concerned with describing the 

participants’ underpinnings of practice. It considered the NI research tradition by Connelly and 

Clandinin (1990) and applied it creatively to build a multiple case study by considering: 

 The natural setting, in this case, the participants’ teaching at the primary school is the 

principal source of the data. 

  Data were socially situated.  

• Data were descriptive. 

• Data were analysed inductively. 

• There was data triangulation: multiple methods were applied to collect data 

• It pursued seeing and reporting the situation through the eyes of the participants. 

 It pursued fidelity: reporting with honesty, depth and richness the data that were 

obtained. 

Credibility refers to the researchers’ ability to describe richly and accurately the phenomenon 

under study. To address this issue, I tried to represent data accurately by analyzing it carefully and 

by selecting the adequate narratives that I interpreted could best show the participants’ views of 

their pedagogy.  
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Dependability is about the researcher’s ability to document the procedures and instruments that 

are being used in a clear manner so that others could attempt to collect data in a similar way in 

similar conditions. To address this issue, two procedures were adopted. Firstly, a pilot study was 

conducted to identify the phenomena under observation and the means of analyzing them. 

Secondly, a detailed audit trail was recorded in this chapter in order to show a transparent 

description of the procedures used in this research (Miller, 2008). 

Confirmability is the need to ensure that the researcher’s claims are supported by the data. In 

this study confirmability was dealt with through two procedures. On the one hand, findings about 

the participants underpinnings and pedagogy were cross-checked with them. This technique has 

been noted as a means of obtaining ‘research responsiveness’ or “the early ongoing verification of 

findings and analysis with the participants.” (Miller, 2008: 753-754) On the other hand, reflection 

cycles were applied where data being collected was cross-checked against research questions and 

subsequent data collection cycles emerged.  

Reflexivity has to do with qualitative researchers’ concern, examination and explanations about 

how they influence their research project and findings. Dowling (2008:747-748) states that the 

way it is used depends on the particular methodology being applied. In the case of this NI study, 

reflexivity had to do mainly with my reflection on the impact of my three roles in the field (a 

school parent, a researcher and colleague) which was discussed in section 4.6.2. Another form of 

reflexivity was that the NI research approach applied implied reciprocity and a genuine 

relationship between the researcher and the participants. This meant constant awareness on my 

part of the kinds of questions and attitudes that would be appropriate for each participant when 

collecting data to reach the participants’ accounts of the underpinnings of their practices. 

4.12 Data analysis 

In this section, the procedures of data selection, preparation and analysis will be addressed.  

Documenting these processes is deemed an important contribution to narrative inquiries to 

establish audit trails which could contribute to validity and reliability (Miller, 2008). 

Data selection: Clandinin and Connelly make a distinction between field texts and research texts. 

The former are all the pieces of data available to the inquirer during data collection (for example, 

teacher stories, autobiographical writing, journals, field notes, letters, conversations, research 

interviews, family stories, documents to photographs and memory boxes) (Clandinin & Connelly, 

2000). The latter comprises the selection of the types and concrete pieces of data that will 

compose the writing of a study. The point they make is that narrative inquirers may not know in 
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advance the selection of field texts they will develop during the research nor the ones they will 

use as their research texts.  

To select the research texts, narrative inquirers need to position themselves and the field texts 

they collected in the three-dimensional space: place, temporality and sociality. Besides, they need 

to consider the audience that will read the study and the field to which they expect to make a 

contribution. In this study, after an iterative analysis of data and through an interpretive process, I 

decided which pieces would best picture participants’ experiential knowledge. Namely, firstly, 

sections of the interviews were selected as tokens of the salient topics of the participants’ PPK 

and LTC. Secondly, they were then triangulated with other sources of data: class observations, the 

researcher’s journal and field notes. 

Hence, the narratives were constructed through the researcher’s selection of discourse narrated 

by the participants in the interviews and later discussed with an anonymous researcher who is an 

EFL teacher and holds a Ph.D. in applied linguistics.   

Data preparation: implied the processes of transcription and translation. The interviews with the 

participants and the class observation recordings were transcribed verbatim during data 

collection for further analysis. Transcription is considered an integral phase of data analysis and 

an interpretive process because it entails the transcriber’s view of the speakers, the interaction 

being transcribed, as well as of the intended audience of the transcript and its purpose (Bucholtz, 

2000; Roberts, 1997). It also implies making decisions about how to present oral matter in a 

written form.  

In this study, a naturalized description was intended, which means that oral matter was 

transcribed by privileging the written over the oral discourse features (Bucholtz, 2000). Besides, 

considering that data was going to be analyzed through content analysis (and not discourse 

analysis) I opted for a verbatim transcription that did not consider nonverbal behaviours (Duff, 

2008). To maximize transcription quality and consequently, reliability, I took the following aspects 

into account: ensuring audio high quality (by using two recording devices and by playing them 

near speakers); using some notation conventions to guide transcription which I adapted from 

Richards (2003) and Patino (2018), and reviewing transcription on a later stage of data analysis. It 

is worth stating that these transcriptions were used for participants’ narratives and not in class 

observations. 

I analysed data in Spanish and then, I translated into English only the parts that were relevant for 

this study. During those processes, I was aware that both transcribing and translating are not 

neutral processes (Poland, 2008: 884). Having said the above, I just tried to reflect the 
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participants’ speech through my interpretation. My comprehension of their narratives was aided 

by the questions I made during interviews and by the descriptive nature of what they said, which 

was usually linked to the observed classes. Appendix F presents the transcription conventions that 

were used in interviews which were mostly adapted from Richards (2003) and Patino (2018) and 

Appendix B shows one set of each of the participants’ data (pre- and or post-observation 

interviews) with the English translation. It is worth stating that class observations were 

transcribed verbatim and that the conventions were explained  

The coding and triangulation process: codes were assigned manually. In line with the narrative 

inquiry interpretive approach, I decided to code the data myself. On the one hand, I considered 

that the amount of data was manageable and, on the other hand, I realized that this kind of 

iterative coding process would allow a deeper knowledge of the participants. This iterative 

strategy can be described as a cyclical process of reading and re-reading the data in order to reach 

an interpretation that reflects the understanding of the researcher of the views of the participants 

on the phenomenon under study (Dörnyei, 2007). 

Codes were conceptualized in this study as “a word or short phrase that symbolically assigns a 

summative, salient, essence-capturing, and/or evocative attribute for a portion of language-based 

or visual data.” (Saldaña, 2009: 3) Hence, first cycle codes were assigned to the transcripts of all 

the interviews and class observations from each participant by applying content analysis 

(Barkhuizen et al., 2014; Golombek, 1998) and without considering preselected categories. Below, 

I illustrate the first cycle coding with an excerpt from a pre-observation interview. In the example, 

codes are written in capital letters, between brackets and immediately the word(s) that I intended 

to code. 

Researcher: I’d like you to tell me a little about what I am about to see (what is the activity 
about, your aims, why you do it, if you’ve done this before), as to give a frame (for the class 
observation). 

Participant Natasha: Well, I follow the book to advance in the program. (TEXTBOOK AS THE 
COURSE PROGRAM). In the textbook we sometimes find things that are too difficult for the 
students (BOOK ACTIVITIES VERSUS STUDENTS LEARNING NEEDS OR LEVEL) and although 
they can try to answer the exercise there, that they really get to use those contents 
practically (ANSWERING EXERCISES VERSUS BEING ABLE TO USE CONTENT LEARNED IN THE 
BOOK), is a different thing. Hence, I have already used a “tactic” with them, if it can be called 
so, of having students participate in classroom contests (A SPECIFIC TEACHING PRACTICE). 

Triangulation of data was used to gain a greater depth and rigour in understanding the 

participants’ PPK (Bhattacharya, 2008). Once codes were assigned to all the data collected from 

each participant and to the class observation transcripts, in the second cycle of coding, I 

triangulated the narratives regarding the underpinnings of the participants’ TP from the pre- 
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and/or post observations with the class observation transcripts from each participant. This more 

comprehensive interpretive process focused on correlating the participants’ narrated aims with 

the observed teaching practices. As a result, methodological, language and interactional 

classrooms features emerged framed by the participants’ narrated underpinnings. It needs to be 

stated that the researchers’ notes and journal were a second instance of the triangulation of data 

because they were used to complement my interpretive process.  

I moved forward and backward to and interpret the data until a point of saturation was reached. 

In the words of Barkhuizen et al., (2014): the researcher feels that “data collection, analysis or 

interpretation is unlikely to yield additional insight or, more practically, when a piece of work 

needs to be completed and written up” (p.72). 

At this point of data saturation, the content analysis allowed the relation of coded data to existing 

categories of LTC, PPK and of TP. Specifically, the identified themes were collapsed into LTC and 

PPK constructs such as: teaching experience, personal history, personal philosophy, values, PKL 

and image. Likewise, the themes were also collapsed and interpreted as representative of the six 

dimensions of TP (Fierro et al., 1999; Fierro 2016; Fourtul Olivier & Fierro Evans, 2016) and of 

Classroom interactive competence (CIC) (Walsh, 2011, 2012) (see sections 3.5 and 3.5.1). 

4.12.1 Analysis of teaching practices (TP)  

In a thesis about the underpinnings of practice, it is relevant to explain the specific procedures 

applied to analyse the participants’ TP. As explained in 3.5, neither the concept of TP nor the 

framework to describe them is defined extensively in empirical literature about teaching YL, 

hence decisions had to be made regarding how to observe and analyse TP. I started with a 

definition of TP as teachers’ pedagogical behaviours in the classroom because a very general lens 

was needed to start with the analysis. Hence, I listened to the audios of the observation sessions 

of each of the participants and made a list of the TP and their frequency.  

Secondly, I compared the lists of TP of the three participants and found that, although they had 

several commonalities in the categories that are usually present in YL EFL sessions such as ‘giving 

instructions’, ‘assigning turns’ and ‘classroom control/management’ instances, this approach 

would not be appropriate to explore the underpinnings of practice.  

Table 6 below shows the list of common practices found in the three participants’ classrooms. 

Table 6: Kinds of practices observed 

 G B N 
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Giving instructions       

1. Stating the purpose of an activity      

2. Pedagogical use of EFL       

3. Pedagogical use of L1       

4. Scaffolding EFL learning: monitoring performance, giving 

explanations 
      

5. Promoting cooperation or collaborative work       

6. Praising students’ performance/thanking students for 

participating 
      

7. Asking students to use the FL      

8. Classroom control actions: such as to attend behaviour 

issues, use of attention catchers (songs) 
      

9. Classroom management actions: such as inviting students 

to the blackboard, to work in pairs, to change partners, 

assigning turns during tasks, etc. 

      

10. Language corrective feedback instances       

11. Accepting students’ spontaneous reactions: such as 

students’ occurrences which are out of the topic 
     

12. Giving group rewards: such as planning a session of games 

or a picnic 
     

 

However, I discarded this initial procedure because it became clear that the kind and number of 

practices displayed in the classroom were closely related to the specific educational events at 

play. In other words, the kinds of TP were the result of a number of factors such as: the material 

or activity being used, students’ moods, participants’ teaching aims in different moments of the 

session or the proximity of tests and, consequently, enlisting and counting TP would not direct my 

attention to the exploration of the participants’ underpinnings of practice.  

As will be shown in the analysis chapters, in a later stage of the iterative analysis of data, I found 

that Fierro et al., (1999) and Walsh (2011, 2012) could provide a much more appropriate lens to 

observe and analyse TP in a situated framework that could include: the subject-content aims of 

the session, the interactive fashion of life in the classroom and the specific contextual factors at 

play in each specific educational event. 
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4.13 Conclusion 

This chapter aimed to give a detailed description of the methodological frame of this research and 

presented the research questions that will be answered in the remainder of this document 

(Chapters 5 to 8). It also described the actual procedures of data selection, preparation and 

analysis. It showed as well that the construction and selection of narratives is not an easy or free 

of judgement process. It reflects researchers’ interpretations, guided by the iterative, inductive 

analysis of the data which can give them insights into the phenomenon under study. 
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 General findings and Gaviota  

5.1 Introduction to the Findings chapters  

Chapters 5, 6 and 7 will present the findings of the study. Each chapter will deal with data analysis 

regarding the underpinnings of practice of each participant and respond to the research questions 

of the study. Hence, Chapter 5 is about Gaviota’s LTC and PPK and Chapters 6 and 7 will be about 

Beatriz’s and Natasha’s LTC and PPK respectively.  

However, before presenting the findings about the participants’ and responding to the study 

research questions (RQ), the results about collegiality, which is relevant to the three participants 

will be presented below. 

5.1.1 Collegiality  

This study was presented as a multiple case study (4.5.2) because it investigated about the LTC 

and PPK of three EFL primary teachers and as an in-site case study due to the fact that the three 

participants work at the same school. It is relevant to address the kind of collegiality observed 

among staff and, in particular, among the three participants.  

In my role of teacher, I observed that not having a staff room meant not having a private space for 

school activities such as planning, discussing school issues, or to develop collegiality. Primary 

teachers (generalist and EFL teachers) are expected to be on duty all the time and there is a tacit 

rule that it is inappropriate to spend time at school with other teachers.  

It was also observed that primary generalist teachers held a higher position in the school than 

English teachers. Although in Moderate School salaries are the same for both groups of teachers, 

the generalists’ work seems to be considered more important than the English teachers’ work by 

some parents and heads.  As a researcher, a colleague and a parent I perceived two main reasons 

for this phenomenon: 

a) EFL grades do not appear on students’ SEP official cards. This is due to the fact that not all 

public schools offer English as a school subject. Some parents are only concerned about 

their children’s official grades and subjects (Spanish, math, natural sciences geography, 

history, P.E. arts and civic education and ethics) and not about EFL grades.  
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b) Traditionally, generalist teachers have been in charge of much of the paper work required 

by the Secretariat of Education (SEP). For example, they are in charge of the initial and 

final evaluations of students and of collecting students’ documents such as medical 

certificates or photos for school certificates. Hence, it seems that the support generalists 

give to heads by doing different kinds of necessary paperwork makes them indispensable 

and more important than EFL teachers. 

The reasons above, show that the apparent lower status of EFL primary teachers is due to the fact 

that EFL is not an official subject. A consequence of this hierarchical structure, is that primary 

generalist teachers feel that they carry a much heavier burden than their EFL colleagues.  

However, since EFL and generalist teachers share groups, they are expected to get along because 

they need to work together. Some of their common duties are: the management of the 

classrooms they share, planning school festivals, receiving students in the morning and handing 

them to parents when the classes finish.   

During data collection, I perceived that relationships between generalists and EFL teachers 

fluctuated from friendship or camaraderie to distant relationships. Beyond affinities, they 

attended their duties on a thin line that could be sometimes filled with tension due to: 

exhaustion, sudden changes in institutional policies that needed to be attended, irritation due to 

a disagreement among them, the proximity of due dates for handing in grades, among others. On 

a brighter side, it was observed that they could work as a team and be helpful to each other no 

matter the circumstances.  

The kind of collegiality present in Moderate School could also be sensed in the compulsory 

teaching staff meetings held the last Friday of every month. It could be observed that teachers 

voluntarily grouped together with members of their same section: kindergarten teachers 

remained close to one another and the same happened with generalists, secondary and EFL 

teachers.  

Nevertheless, EFL teachers started to develop a sense of collegiality when they were allowed to 

skip those general staff meetings and have EFL meetings, instead. In these, secondary and primary 

EFL teachers decided the agenda themselves at the beginning of the session. The agenda included 

relevant topics to the development of the EFL courses such as how to obtain continuity among 

EFL courses, methodology issues, students’ cases and teaching materials. It needs to be stated 

that almost in every session, EFL teachers overtly expressed that those meetings were necessary. 

However, this enjoyment and camaraderie did not go over the limits of these meetings. During 

average school days they went back to the usual solitary work they develop with their students. 
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To conclude, it seems that Moderate School does not promote collegiality among EFL primary 

school teachers. They do not have the time nor a private space to get together. It must also be 

stated that, contrary to previous research, the Moderate School EFL teachers did not perceive 

that they held lower professional status than homeroom teachers (Cameron, 2001; Nguyen 2016, 

2019). Due to migration patterns between Mexico and the USA, English proficiency (including the 

ability to teach English) could perhaps be perceived by both parents and school colleagues as a 

great asset.  

5.2 G’s data 

This chapter has the purpose of answering the three research questions of the study by analysing 

the case of Gaviota (henceforth G), the first and second grade EFL teacher of Moderate School. 

Her name is a pseudonym she chose which in Spanish means ‘seagull’. The analysis procedure has 

been explained in the previous chapter. It is worth stating though, that the three research 

questions are interdependent and, consequently, the analysis done to answer them overlaps. 

Besides, it needs to be anticipated that the same chapter structure will be applied in the 

presentation of each of the three case studies: Gaviota (G), Beatriz (B) and Natasha (B). 

The following table shows the components of the data used to analyse the case of G. 

Table 7: G’s data 

PREOFESSIONAL 
PROFILE 
INTERVIEW 

 Length (20’)  

Date: APRIL 20, 2016 

TOPICS: personal history (English 
learning, teacher education and 
experience) 

SET 1 OBSERVATION (1:16’) March 16, 2016  

POST-OBSERVATION: (15’) April 29, 2016 

Field notes and observation records. 

FIRST GRADE  

Song games and oral skills practice 

SET 2 PRE-OBSERVATION (8’ 52’’) April 29, 2016 

OBSERVATION (19’32’’) May 2, 2016 

Field notes and observation records. 

FIRST GRADE  

Oral skills practice 

SET 3 OBSERVATION (8’38’’) May 19, 2016 

POST-OBSERVATION (26’) May 19, 2016 

Field notes and observation records. 

SECOND GRADE  

Oral skills practice 

SET4 OBSERVATION (36’) June 7, 2016 

POST-OBSERVATION (12’) June 7, 2016  

Field notes and observation records. 

FIRST GRADE  

Oral skills practice 

SET 5 PRE-OBSERVATION (5’13’’) June 9, 2016 

OBSERVATION (39’) June 9, 2016 

Field notes and observation records. 

SECOND GRADE 

Oral skills practice 
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SET 6 PRE-OBSERVATION (5’) February 8, 2017 

OBSERVATION 2:33’ February 8, 2017 

Field notes of observation. 

*During the class, G narrated the underpinnings 
of this session. 

Post-observation 17’ 33’’ February 10, 2017 

SECOND GRADE  

Work with the workbook 

 

 

TOPICS: the EFL program and her 
planning 

FINAL INTERVIEW FEBRUARY 21, 2017 TOPICS: primary school EFL 
teaching and learning  

INTERVIEW 

ABOUT THE 
COURSE TEXTBOOK 

JUNE 9, 2016 (2’20)  

 *It was very brief and the missing information 
was elicited in the “final interview”. 

TOPICS: her opinion about the text 
and how she uses it in class. 

Other data. The second-grade textbook unit, G’s monthly 
planning for February 2017 and pictures of 
spelling and writing tasks, classroom and 
photographs of student’s sheets 

 

 

5.3 G’s profile 

The information provided in this section was taken mainly from the interview about G’s 

professional profile which took place on April 20, 2016. This interview was carried out a month 

later data collection had started because the participant’s schedule did not allow to have it 

before. 

G is in her sixties. She is a wife, a mother of two children and a teacher. She is quite fluent in 

English. She started learning English in primary school. As many other primary EFL teachers 

globally and in Mexico, she has been building a teaching career bit by bit, for more than three 

decades and from different sources. In the next excerpt, she tells a part of her English learning 

history lived in several Mexican private language schools and also tells us how motherhood 

impacted her career in her early twenties. As a reminder, the convention transcriptions can be 

seen in Appendix F. 

3. G: well first I started with some courses at the Anglo  um / then in Harmon Hall  

4. R: I see 
5. G: but I realized that what would really make me learn / was going to Canada / or to an English- 

speaking country  

6. R: and did you go abroad  

7. G: to Canada / to live there 

8. R: really WOW  

9. G: a year after that/ after Canada // I came back and took a course / but I couldn’t finish it 

because / I was just / um // how can I say it// I’ve just had my daughter  a little daughter / a 

little / little daughter// when I saw my daughter could already be a bit further from me / I 

started teaching and / at the same time/ I started the teacher’s course  
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In the rest of the interview, she added that later, she obtained a B.A. in pedagogy and that every 

time she has a chance, she takes English courses to improve her English.  

In excerpt above, it is noticed that learning English was a sustained goal which was only 

postponed briefly due to maternity reasons. In subsequent casual conversations with her in the 

research field, I also learned that her knowledge of English was the tool she had for getting a job. 

Regarding her teaching experience, it was obtained in primary schools and kindergartens. An 

extra-piece of information obtained in the first interview was that she loves to work with 

kindergarten children, but in this school, she was hired as a first and second-grade EFL teacher. 

Her narrative revealed that she is keen on the many playful and fun activities she could invite 

them to do because, in her opinion, the kindergarten program is more flexible and shorter than 

the primary EFL teaching materials she has to follow.  

5.4 G’s classrooms 

Following a narrative inquiry view of experience, the notion of place presented in section 4.6.3.1 

will be applied to G and the other participants’ classrooms.  

G teaches in two different classrooms: first and second grade. Her two classrooms have a big 

window to the garden and are big enough for her groups of about fifteen students. The 

decoration of the room is quite plain: white walls which have only one or two posters of 

something they are studying in English or in Spanish and a few students’ drawings. This sobriety, 

which runs counter to G’s use of classroom posters and photographs is because the school 

headmaster and the cleaning staff do not want teachers to paste posters on walls, so they stay 

clean and undamaged. Several times during data collection G showed me her students’ drawings 

and posters with great pride and regretted that they were not allowed to put them on walls to 

decorate the classroom and for students to see them often. 

There are three pieces of furniture in her classrooms: square shelves where student keeps their 

books, a big cabinet where G keeps some of her abundant didactic material and a small shelf that 

is behind G’s desk, where she and the generalist teacher keep their most used teaching material 

(the textbooks and some school supplies).  

As in any other classroom, the atmosphere can vary in different moments, but from my moderate 

observer point of view, in G’s classrooms there is always a background of cheerfulness and 

belonging. Another feature of her classroom is the alternation between periods of students’ 

hardworking time in structured activities characterized by students’ concentration and silence, 
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with ‘noisier and messier’ moments of transition between activities in which students are doing 

different tasks. One example of a transitional moment is when students who have already 

finished the activities are chatting or playing quietly while others are still working. Although 

during these transitions the classroom can become noisy and look messy, G does not seem to get 

tense or irritated. She just allows enough time for her young students to finish tasks at their own 

pace. 

First graders: the first-grade groups of Moderate School need to be described separately because 

they are newcomers into the primary school world which implies an enormous change for them 

and expertise and patience from their teachers.  I obtained this information from my notes of the 

observation sessions and conversations with G and the kindergarten teachers. 

At the beginning of the school year, first graders need to adjust to a primary school environment 

for the first time. Although most of them come from the school’s kindergarten which is in the 

same building, they need to face big changes. 

First, while in kindergarten, they used to sit at group low tables and share the school utensils, in 

primary, they need to learn how to fit their bodies and personal school materials in an average 

size chair-desk with a very small tablet arm (about twenty-five square centimeters).  It is not 

uncommon that while they work, they drop some of their school supplies accidentally which 

implies distractions or even losing them. Additionally, their short legs do not touch the floor while 

they are seated and since they adopt many different positions, they sometimes put themselves at 

risk of falling from the chair which keeps the teacher alert at all times. 

Secondly, in kindergarten, they had fewer school supplies (just one booklet and blank sheets of 

paper), but now they have to learn how to manage three different notebooks and two books (the 

student’s book and the workbook) in the EFL classes and as many as six books and four notebooks 

in the other classes which makes a total of fifteen items, which requires an effort on their part to 

recognize and learn how to use them and put them away  in different school lessons. Thirdly, they 

used to have recesses among kindergarteners only, but now they have recess with older primary 

students. This implies that teachers need to look after them closely and teach them to be 

watchful to bigger children’s running and playing tougher games. 

Fourthly, in terms of literacy skills, at the beginning of the school year some first graders know 

how to read and write simple phrases in Spanish, but others are about to start their literacy 

process. Regarding EFL, some of them have had English classes before, but the ones coming from 

other schools may have not. 
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All the above exemplifies the challenges G has to deal with when teaching EFL in first grade which 

goes well beyond EFL language teaching. These young children need to be taught patiently and 

accompanied while they develop myriad of abilities that range from learning to sit in a safe way 

and to use multiple materials and to trace and read isolated letters or short texts. 

A last consideration that needs to be dealt with is G’s preparation to teach literacy skills. From 

what I could learn during class observations and in interviews, G does not apply any particular 

approach regarding how to teach initial literacy skills to Spanish speaking children. It seems she 

assumes students would transfer their Spanish decoding skills when trying to read and write in 

English. It also seems that in her brief training to get a Mexican EFL teacher’s certificate and in her 

B.A. in pedagogy she did not acquire professional content knowledge regarding teaching literacy 

skills.  

Overall description of G’s groups: during the months of data collection, in the school year 2015-

2016 G had a very lively group of thirteen first graders and during the next school year 2016-2017, 

her daily work became much more complicated because in her group of fifteen students there 

were two SEND children who needed special attention and two quite restless students with 

behaviour problems. It is worth stating that due to ethical regulations I only visited first-grade 

during 2015-2016 and not in 2016-2017 because these were new students whose parents had not 

been asked to sign the Children’s Information Sheet. Nevertheless, G’s narratives freely referred 

to any of her groups. 

Regarding second graders: during the school year 2015-2016 there was a group of eleven second 

graders while in 206-2017 there was a group of fourteen students. Most of them had been her 

students in the previous school year. 

G’s narratives about her groups: in this subsection the narrative way G used to refer her groups 

during data collection will be presented. It will be seen that although she sometimes applies 

several common practices, she also needs to adjust her teaching to the group’s and students’ 

profiles.  

This subsection will also illustrate the narrative nature of G’s answers as described in 4.5.1 and 

defined in 4.5.3. My question was specifically about the language content she will teach in the 

session, however, in line eighteen she changed subject and a narrative about the different 

characteristics and behaviours between first and second graders started. 

13. R: in first grade you’re working on question words and in second grade / what I would see is 

frequency adverbs and time expressions / right  

14. G: prepositions as well  

15. R: I see  
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16. G: um // where’s the supermarket the supermarket is in front of the school or something like 

this  

17. R: I see / OK  

18. G: I feel first grade has fewer problems than second grade  second graders / [[she lowers her 

voice]] it’s like they are naughtier / and it is harder to get their attention  on the contrary / 

first graders are more manageable and then / they try to do the activities  but I want second 

graders to manage that / because they’re about to pass to third grade  and at least / they 

should manage THAT well  do you see what I mean (Pre-observation about first grade, April 
29, 2016) 

In the next excerpt, G referred to the differences between the two first grades she had in the last 
two school-years.  The semi-structured interview question was about her students’ progress in 
the oral skills, but her answer focused on her groups’ characteristics: 

53. G: well / they started / um / well/ if we compare the groups I have / which are my current first 
grade and my last first grade / who are now my second grade / I think that the latter was a 

“unified” group because it was like  

54. R: [Homogeneous]   
55. homogeneous / because it’s a group that likes to compete and going to the blackboard to compete 

/ um / if I organize them in little groups / um [groups] groups like two and two / they feel 

motivated and want to compete  they love to compete  unfortunately / I couldn´t apply that 

with this first grade because it is not a homogeneous group  here they are quite // heterogeneous 

 I mean / it’s a group that / to tell you the truth // I have three students that pay attention / 
others that not so much / some more / that not at all /and other children that misbehave / and 

others have disabilities  hence / it’s been really hard to / to try to unify them   (Final interview, 
February 21, 2017) 

This excerpt illustrates how G adjusts her teaching principles to respond to group’s characteristics 

(likes, abilities, knowledge). Besides, it shows that it is really hard for her to deliver lessons for 

such different students’ profiles. Later that day, she explained that in this heterogenous group 

some of the students would rather play games because they are quite immature. ‘Heterogeneity’ 

here seems to refer to students’ different abilities and the difficulties she faces to catch their 

attention and have them work on the tasks she proposes. Her excerpt resonates with YL teachers’ 

self-reported challenges (Copland et al., 2014) about differentiating learning and discipline. 

Besides, as mentioned in section 2.3, the kind of inclusive system of education applied in Mexico 

does not provide teachers with any kind of professional support about SEND students. 

5.5 G’s relationship with the researcher 

As was explained in section 4.5.4, in NI and PPK studies it is essential to develop a genuine 

relationship participant-researcher. Hence, in this section, the development of the relationship 

between the participant and the researcher will be described. This data was obtained from the 

researcher’s perception registered in the researcher’s journal and it was confirmed and expanded 

later by a conversation with G towards the end of data collection (Final interview, February 21, 

2017). 
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The participant-researcher relationship went through three stages. During the first classroom 

observations, G looked nervous and a bit insecure. As explained in section 4.8.3, it was G’s 

decision when to invite me to observe lesson. Nevertheless, G still found the observation and 

interview processes challenging in the initial phases of data collection. 

When at the end of data-collection I asked her about how she had felt in those first sessions, she 

referred to me with a distant and slightly pejorative term (‘old lady’) which is the term she uses to 

refer to educational inspectors who visit the school. Her comment seemed to show that at first, 

she felt she was showcasing her professional work in front of an unwelcome stranger who could 

criticize it. As time went by, our relationship developed positively and in trust. Here is her 

narrative about it: 

141. R: I’ll ask you something / but not to hear something “nice” / not at all  the fact that Natasha / 
Beatriz and I started to interact and that I started to observe your classes // did it have an impact in 

your teaching practice I mean /perhaps at the beginning you didn’t like it / or you didn’t feel 

comfortable about having a stranger in your class /or did it help you in some way 

142. G: look/ at first / I did feel something like nerves/ “oh my God/ what am I going to do or I’m not 

going to say it correctly ” 

143. R: I see  
144.G: as time went by / I liked it because / in a way /you /um / who are more experienced in this / who 

speaks English better than I /of course  hence / you can tell me [[ she pretends to talk like the 
researcher]] / ”well / look/ this is right /this is wrong” / and besides / I feel you more as a friend 
because regardless of you being /um / a teacher and all / I feel you more like a friend not like when / 

when the old woman gets to my class to observe me and so on   you can tell us or can guide us 
[[she pretends being the researcher again]]/ “you could do this / you could do that/ don’t worry”// 

that’s how I feel  do you know what I mean at first / yes / I felt bad because I didn’t know who you 

were  (Final interview, February 21, 2017). 

This gradual change gave me the impression that she felt that I could be an interlocutor with 

whom she could share her passion and uncertainties about the complexities of teaching YL. This 

transition was revealed by the fact that on several occasions, G asked me to visit her classroom, 

so that she could show me a particular activity. At this final stage in our relationship, it was crystal 

clear that her interest in my visits had gone beyond the fulfillment of our researcher-participant 

agreement: I had become a colleague with whom to share her work. Hence, during this second 

stage, I felt she enjoyed having the pre and/or post interviews to narrate about her teaching 

practices.  

To conclude this section, it can be stated that, in my view, the kind of relationship G and I were 

able to build was a combination of different factors. Firstly, she realized I was not judging her 

pedagogy. On the contrary, she could see I professionally enjoyed being in her classroom where I 

could appreciate the complex work she was doing. Secondly, she mentioned on several occasions 

that her students liked my presence there. It seems that having two caring adults who got along 

well gave an interesting flavour to their school day. Thirdly, it seems that the isolation teachers 
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live in the classroom (Nias, 1989) could be diminished by having someone visit their classroom to 

see their work and to whom narrate her pedagogical ideas and even some personal concerns. 

Last, I perceived that these encounters had a positive impact on her identity as a teacher because 

she became more self-assured and started to show pride about her practices.  

5.6 Research questions 

Research question 1 

What kinds of teaching practices are observed in the Gaviota’s EFL lessons?  

Research question 2 

What do Gaviota’s narratives about the underpinnings of her practice reveal about her Language 

Teacher Cognition and Personal Practical Knowledge? 

Research question 3  

What are the main tensions and alignments between Gaviota’s PPK and her actual teaching 

practices? 

5.7 What kinds of teaching practices are observed in G’s 

lessons? (RQ1) 

In this section, G’s teaching practices (TP) will be described as a result of the triangulation of the 

six sets of data observation, the researcher’s field notes and observation records. For clarity, 

firstly, the course program, the course teaching materials and G’s planning will be described. 

Secondly, G’ s delivery of the EFL course in first and second grade will be explored. 

5.7.1 Institutional components and PPK 

This section starts with an overview of the institutional components of the EFL course by 

addressing the school program and the teaching materials for first and second grade, to give an 

institutional framework to G’s TP. Secondly, the pedagogical issues that emerged from her 

narratives about her teaching practices (TP) will be dealt with. 

The school program: as explained in section 4.6.3.3, the delivery of the primary EFL program is 

based on the textbook selected by the school and not on the SEP’s national program (see also 

section 2.7). At the time of data collection, G was not acquainted yet with the SEP program (PNIEB 

and PRONI); actually, she had not read it yet read it yet:  
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1. do you know the national program 

2. G: look / I have it in a pen-drive  to tell you the truth / I haven’t checked it properly yet   I want to see 

it in detail  

3. R: I see  I see  but you did not need it to teach your courses / didn’t you 

4. G: yes / I want to see it with plenty of time to see if next year   
  (Second grade post observation, February 10, 2017). 

 

Her answer shows that getting acquainted with that program was not a priority for her because it 

did not have any real consequences on her daily work. I observed that the other two participants 

had the same attitude: they were not acquainted with the National program nor they needed to 

apply it. This topic is treated further in section 8.2.1. 

The teaching materials: G uses the first edition of the primary series Oxford Discover with first 

grade and the second one, with second graders. Their authors are Lesley Koustaff and Susan 

Rivers. As a reminder to the reader, these textbook series comprise two books for the students 

(the student’s book and the workbook) a CD and a DVD. The textbook and workbook contain 

eighteen units each and are presented in pairs (units 1 and 2; 3 and 4, etc.) under an integrating 

topic or curricular theme in the form of a ‘big question’. For example, the integrative question for 

Units 1 and 2 for first grade is “Who are your family and friends?” and for units 5 and 6, “Where 

do animals live?”. Hence, through an inquiry-based learning approach, the integrating topic allows 

the contextualized presentation of vocabulary, grammar and literacy. The curricular themes align 

with different school subjects. The scope and sequence of contents are divided into seven 

columns: reading, vocabulary, grammar, listening, speaking, writing and wrap up, being the last 

one, a project such as a family and friend collage and an animal booklet (for the units mentioned 

in the previous paragraphs). 

This book series presents certain assumptions about what first graders are expected to know 

when they start the EFL course.  These assumptions are explicitly detailed in the introduction of 

the teacher’s edition to Discover 1, under the title “Kindergarten learning assumptions” (p. 6).  

Students are expected to have some basic literacy skills, namely, the ability to read words and 

simple sentences, the ability to write words and short sentences and the ability to recognise digits 

and words for numbers 1-29. It also assumes that first graders will know basic vocabulary (such as 

greetings, classroom objects and word families about colours, shapes, toys, animals, family), that 

they can produce and understand simple questions in simple present and that they are 

acquainted with actions occurring ‘now’. However, as explained in section 5.4, G’s narratives 

reveal that first graders start primary with different abilities, varied previous knowledge and 

limited Spanish literacy. 
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The topic of how she feels about using the textbook emerged many times, which revealed its 

importance and that she seemed to oscillate between finding it useful and not so useful (this topic 

is treated further in the next sub-section). 

Planning: the textbook is the program. Moderate School EFL teachers plan their classes by copying 

the textbook contents on planning sheets provided by the school. Planning sheets include 

information about: expected learning outcomes, teaching sequence and evaluation or product 

(see Appendix G). 

In my observer’s role, I noticed that formal planning is done to comply with institutional and SEP 

requirements. In addition to this, G maintained informal planning in a notebook that guides more 

closely her daily teaching. There, she wrote notes on what she planned to do the next day or 

week and she also kept an informal record of what she actually achieved in each class. She 

mentioned it and I also saw it on her desk, but I did not ask G for a copy of it because, since she 

did not show the notebook contents to me, I considered she would rather keep this private 

matter.  

On the last post-observation, I asked her a few questions to understand better her view of the 

school program and her use of the book. Her answers revealed she had mixed feelings regarding 

the use of the textbook. On the one hand she finds it very useful because it brings notes that help 

her deliver an interesting class (for example regarding how to group students) and interesting 

projects. On the other hand, on several occasions, she complained about it because it is too long 

to be covered in a school year, some topics seem to her inappropriate for her students and book 

activities propose too many written activities. Below, I will present two excerpts to illustrate her 

ambiguity about the textbook. 

Excerpt 1: 

129. G: (…) yes / the book /I’m going to tell you something about the book  there are eighteen units / 

three of them are too repetitive // you feel like skipping them but the head puts pressure on you / 

the parents put pressure on you // and well / you must finish the book  (February, 17, 2017) 

She continued saying she would rather not use a textbook but, on that same interview, she also 

stated that the final projects the textbook provides at the end of each two units are excellent. 

Excerpt 2: 

15. R: which is your program the book or what you want to do with the students  

16. G: the book contains all the activities and they are OK  

17. R: I see  
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18. G. from there / I took many of the activities for a program I made  but I didn’t like it  I liked the 
book program better because I like to do a lot of those things / and I like the changes in grouping 

students  also Beatriz uses it that way// well / she adjusts it to her group  
19. R: hence / the program you use is a combination of the book / with following the children // their 

personalities / what you see they can do/ isn’t it  
20. G: but if I could /if I could do my program /really the way I like it /I wouldn't work so much from 

the book // I’m not interested in quantity, but in quality  you know what I mean  

21. R: yes  

22. G: because if I’m going to teach too many things  I don’t like it that way // in these two books / 
the first and second grade books / there are units I like a lot / but others / I don’t like // like the 
one about math /addition and substraction // I’m not interested in that / I learned that in Spanish 

// why should I teach that  //for example / in the first grade book / there’s a unit about the four 
seasons / spring / summer / winter and autumn / and it’s a unit I love because there / you can see 

/animals / fish/ flowers // how can I tell you  colours and everything (Second grade post 
observation, February 10, 2017). 

In this excerpt, she narrated that she made her own program, but it did not work. It seems that 

two of the arguments by Hutchinson and Torres (1994) are at play in her mixed feelings. The first 

one is that the book has a purpose relative to the requirements of interest bodies external to the 

classroom: the parents and the school head, who demand books are covered completely.  Hence, 

the book length becomes a source of tension for G because she disagrees with rushing students to 

finish the book, nor does she want to teach all the book contents when she considers that some 

are uninteresting, difficult or repetitive.  In addition to this, the fact that she rarely has a CD player 

available made her feel that that was not the proper way to teach from the book.  

The second argument is that textbooks can be a source of teacher training. G acknowledges that 

the book scaffolds her teaching by presenting sequences of activities, topics and methodological 

ideas that she finds very useful and interesting for her students.  

Assessment issues: Moderate School evaluates students through bimonthly tests that are taken 

from the textbook series. In the final interview, G was asked her opinion about applying these 

institutional exams: 

80. G: I do not consider it important  it is more important their daily work and participation  I believe / 

one can notice the way a child works // how he or she answers or starts to like English  that is more 
important than doing an exam / when perhaps that day the child is sad // perhaps / he or she did not 

sleep well or has a stomach ache and consequently /he or she will fail  (February 17, 2017). 

G’s narrative reveals she would rather not apply the kind of summative assessment the textbook 

provides for the reasons expressed above. Nevertheless, since exams are delivered institutionally 

every two months, she has to comply with that requirement, which implies as well, covering the 

book at a certain pace. Conversely, she hints in that excerpt that her usual practice is doing 

informal formative assessments of students’ daily performance.  
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5.7.2 Observation of teaching practices (TP) 

Data analysis revealed that G’s daily teaching is made of two components: on the one hand, 

teaching lessons from the textbook and, on the other hand, a combination of ludic activities and 

sessions of questions and answers. Within the theoretical framework of this Ph. D. study, TP were 

analyzed from Fierro et al., (2016) and the Classroom Interaction Competence (CIC) model (Walsh 

2011, 2012). This was advanced in sections 3.5 and 3.5.1. 

Findings showed that G’s favourite tool to create the conditions for language processing and 

learning is her “questions and answers” sessions. These were showcased by G in five out of the six 

observation sessions and can be described as elicitation techniques which refer to “teachers’ 

strategies to get students to respond.” (Walsh 2011: 11) G used these strategies as tools to 

mediate and support learning with different purposes:  eliciting responses, checking 

understanding, guiding learners to a particular response, promoting collaborative work and 

involvement, practicing listening skills (training their ear) and maintaining motivation. G’s 

questions were rich and varied and she regularly combined display questions (i.e. the answers 

were already known by her, such as students’ names, ages or the clothes they were wearing) with 

genuine questions (Walsh, 2011:69) about favourite food, name of relatives, kinds of pets they 

have or weekend activities. 

In the remainder of this section, G’s CIC will be analyzed to show actual instances of how she 

builds the conditions for learning by deploying the pedagogical dimension of her TP (Fierro, 2016; 

Fierro et al., 1999).  As a reminder to the reader, the pedagogical dimension: “(…) has to do with 

the role of teachers as agents that, through teaching processes orientate, guide, and accompany 

students’ interaction with the collective knowledge, culturally organized, so they can build their 

own knowledge”. (Fierro et al., 1999: 34) 

Secondly, it also needs to be recalled that the pedagogical dimension has to do with the fact that 

teachers’ work in the classroom implies the management of two complex issues at the same time: 

the conditions for learning and the interactive control of the classroom (Fierro, 2016). Hence, the 

manner in which G manages her teaching aims while setting the conditions for the interactive 

space that would allow EFL practice and learning in a warm and appropriately managed 

environment will be illustrated below through the analysis of a fragment of a session of ‘questions 

and answers’ and games that occurred in first grade. 

To set the context to the quotation, it needs to be stated that it was an oral skills practice session. 

The fragment below has a duration of about four minutes. It presents the ending of the fifth 
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activity (questions and answers) and the whole sixth activity (a game called ‘Simon says’). Before 

these, they had played four game-songs.  

In these oral performance tasks, G had been asking them about their pets, the contents of their 

pencil cases, their clothes and family members’ names. She was mostly applying the ‘skills and 

system’ mode of CIC (see section 3.5.1) to enable students to produce correct forms and 

manipulate the TL while she scaffolded their production and providing corrective feedback. 

As explained in section 4.8.3, class observations were transcribed verbatim. However, it is 

important to mention the two transcriptions conventions that were used here:  the translations to 

English of G’s use of the L1 are given in square brackets after an equals sign (translations are 

meant to show how the L1 is used as a token of speech modification applied in classroom 

management.) and clarifications are given between double square brackets.  

98. G: (…) What’s your grandfather’s name? 

99. Paula: My grandfather’s name is, is, is [[She giggles as embarrassed and then, I realized by 

her attitude and her classmates’ that she thinks her grandfather’s name is odd]] Don Pipo. 
[[Some girls murmur.]]  

100. G: Ok.  What’s your grandmother’s name? Paula, Paula, Paula [[the girl is distracted because 

some of her classmates are repeating: “Don Pipo, Don Pipo”. My grandmother’s name is… 

101. Paula: My grandmother’s name is Coco. 

102. S2: Coco? 

103. G: Coco.  Ok, everybody, stand up. [[Students are laughing and murmuring]] Clap your 

hands. OK, vamos a jugar “Simon says” [= OK, we’re going to play “Simon says”]  

104. Ss: YEAH/ YES/ SIMON SAYS. 
105. G: Ok . [[Ss. are still giggling and murmuring]] Ya saben, las órdenes y si yo no digo “Simon 

says” y ustedes hacen, pierden. [=You know/ I say orders but if I don’t say “Simon says” and 

you perform the actions, you lose.]  
106. S3: Miss, me puedo quitar la chamarra? [ = miss / can I take off my jacket?] 

107. G: May I take my jacket off?  OK, yes. Simon says: touch the floor.  Simon says touch your 

nose. Simon says stand up. Simon says dance, SIT DOWN. 
108. G: Ay, perdieron, menos Paulina, Marcela, Camila. No más se quedan ellas, ellas. [= You lost, 

except Paulina, Marcela, Camila. They are the only ones left. Just them.] 
109. G: Simon says: um, walk around the class. 

110. Marcela: ¿Corremos? [ = shall we run?]  

111. G: WALK, WALK. I said WALK, not RUN.  [[They keep playing the game for two more minutes 

until one of the girls won]]. 

112. S4: Ganó Camila. [ = Camila won.] 
113. S5: Ganó Camila. [ =Camila won.] 
114. G: Yes, yes.  Now pay attention. [[G turns to me and asks me to explain a game we have 

played once called: “I spy a ship”]]  

At the beginning of the excerpt, G was having students practice phrases about themselves 

(pedagogical dimension). Particularly, they were practicing saying the names of family members 

and, consequently, the use of the possessive case. However, suddenly, the classroom atmosphere 

changed when some children considered the names of Paula’s grandparents, odd. The girl felt 

embarrassed and lost concentration while some classmates murmured. Hence, G decided to 
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propose a new activity (‘Simon says’) which would attract all students’ attention. In this way, G 

kept attending to the conditions for learning and the interactive control of the group. The new 

topic to be practiced was action verbs. 

For clarity, the game rules were explained in Spanish, a token of speech modification (Walsh, 

2011: 44-45) but this elicited a request in Spanish from a child (to take his jacket off). G reminded 

him to reformulate the request in English. It was also observed that when questions were asked in 

Spanish (110: Shall we run?), G responded in English.  

This extract also demonstrates that G’s practices align with her PPK in that she places importance 

on safe, secure and respectful learning environments. This is shown when she discouraged 

students about running in the classroom, ignored the girls who were being unkind and did not 

engage in too much celebration of the winner.  

The next excerpt illustrates some aspects of her use of display questions in a teacher-student 

activity, for which she assigned turns. G started using the ‘managerial mode’ of GIC (Walsh, 2011: 

371) by announcing the activity and then, she applied the ‘skills and system mode’ by displaying 

personal questions and eliciting and scaffolding responses. She also applied the IRF pattern (a 

teacher Initiation, a student Response, a teacher Feedback): 

96. G: Questions and answers, questions and answers. No more rhymes. OK. [[She claps, as 
to call their attention]] What’s your name? 

97. P: My name is Paula.  
98. G: What’s her name? You, PAULA, what’s her name? 
99. P: what’s… 
100. G: Her name… 
101. G: is… 
102. P: is… 
103. G: ¿Cómo se llama? Es tu amiga.  [ = what’s her name? ] She´s your friend. 
104. P: Camila. 
105. G: Ok.  What’s your name? 
106. M: I am… 
107. G: My name… 
108. M: My name Mauro. 
109. G: is Mauro.  Ok. What’s his name? Remember his name 

 (First grade class observation, March 16, 2016) 

In this extract, the following features of CIC (Walsh, 2012) were displayed by G: control of 

interaction (she assigned turns and made the questions), modification (slow speech with 

repetitions, transition markers such as “OK”), elicitation techniques (guiding the learner to a 

particular response) and repair (for example when she adds “is” to the student’s response: “My 

name Mauro”). 
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As shown in this section, CIC and Fierro’s pedagogical dimension of TP proved to be effective tools 

to analyse G’s session of oral skills practice because they covered both G’s pedagogical aims and 

her managerial ability. The main methodological feature of the lesson is G’s dynamism: 

simultaneously, she attends her EFL pedagogical aims, attending classroom interaction and 

students’ well-being and safety. 

5.7.3 An observation of teaching practices when using the 

textbook 

The previous section stated that G chose to invite me to observe language oral skills practice 

sessions and not textbook-driven sessions. Nevertheless, during data collection the iterative 

analysis process raised awareness of the importance of the textbooks in G’s practice as the main 

source of input of new EFL content in her courses, so I asked her if I could visit her class when she 

would be using them. This occasion arrived on February 8, 2017. As a side comment, it needs to 

be stated that this was an observation that differed from all the others in its time length (2:33’) 

and in its manner because G’s plan for the session was to narrate her underpinnings and 

pedagogical ideas while she had the students work (rather in a post-observation interview). 

At the beginning of the session, she stated two main aims for this class: to have students review 

the topic ‘natural resources’ from the textbook because “I want them to keep practising natural 

resources so they don’t forget it”, and to try a new grouping strategy for collaborative work which 

consisted in assigning brief tasks to work in pairs but also, in changing the pairs for each new 

activity. G was experimenting with this new technique of collaborative work because she had 

noticed that popular students only wanted to work with their friends. As it can be seen, right from 

the planning stage G’s aims were not exclusively language-oriented because in the same level of 

importance of reviewing language, she considered having students work collaboratively with an 

inclusive purpose. 

Summary of the analysis of the session considering the objectives mentioned above 

Number of students: thirteen (six girls and seven boys) 

Date: February 8, 2017 (last observation) 

Time: from 8:00 a.m. to 10: 33 a.m. 

Place: second-grade classroom 

Number of activities: 6 

Topic: Natural resources (see Appendix I, for the pages of book mentioned below) 

Overall view of interaction: during the whole class, there was a warm environment in which 

students worked collaboratively with the different partners assigned by G.  
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Table 8: Description of the sequence of classroom activities 

Sequence of activities Students’ work and grouping Assessment and scaffolding 

Activity 1: Workbook pages 92-
93 (vocabulary practice) 

Pairs assigned by G:  

Students had to compare their 
answers. 

Assessment on the 
blackboard (G asks for 
volunteers but chooses who 
will answer each exercise) 

New pairs of students: they 
have to check their answers 
comparing them with the ones 
on the blackboard 

Activity 2: reading-
comprehension (student’s book 
page 109) 

Same pairs: they have to find 
the main idea and the details in 
a text 

Assessment on the 
blackboard (idem supra) 

Activity 3: Listening-
comprehension (student’s book 
page 110) 

New pairs assigned by G. 

After listening to the audio 
twice, they have to write five 
details. 

Whole class discussion of the 
main idea and G writes it on 
the blackboard 

Different pairs write details 
on the blackboard. 

Activity 4: Contest of missing 
letters and spelling bee of 
natural resources vocabulary 

G asked students to change 
seats.  

Pairs (a girl and a boy) 
compete on the blackboard  

Activity 5: Dictation of ‘natural 
resources’ (10 words) 

Individual work G numbers the words she 
dictates, spells them and 
repeats them twice. 

Activity 6: Writing three 
sentences using those words 
plus regular or irregular verbs 

Individual work (time is over 
and they cannot finish them 
because it was snack-time and 
then recess.) 

 

 

The inclusion of collaborative work with different partners seemed to aid the children’s focus 

through the two and a half-work session. Interestingly, they appeared happy to work with 

different partners and this had a positive effect on children’s motivation as most students 

volunteered to share the results of their written exercises with the whole class on the blackboard. 

From my observer’s point of view, although YL are characterized by having a short attention span, 

it seemed that frequent changes of place and activities allowed children’s attention to remain 

quite stable. 

It is important to show another example of how the combination of the model of Fierro et al., 

(1999) for generalist teachers and the CIC model for language classrooms allows the description 

of the TP G deployed in the classroom. 

G started classroom discourse interaction by applying the ‘managerial mode’ of CIC when she 

assigned the pairs and the task (see section 3.5.1). The managerial mode is characterized by a 
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single, extended teacher’s turn that uses explanations and instructions and by the absence of 

learners’ contributions. The excerpts below illustrate this kind of preparative mode that precedes 

the beginning of student’s oral interaction in pairs to review the topic “natural resources”: 

3. G: Today, we use the workbook. Today, we, we, we work in the workbook. Ok?  

In the previous excerpt G applies confirmation checks and repetitions also typical of the 

managerial mode and next, besides those features, she juxtaposes instructions and explanations 

in English and Spanish to aid students’ comprehension. Translations of the Spanish parts are 

provided between square brackets. 

6. G: Ok, let’s see; let’s see. Van a trabajar…no pueden ir al baño, trabajar las páginas 92-93. [ = 
You’re going to work… you can’t go to the bathroom.] Y luego [ = and then], answer together and 
write here the answers and share the answers. O sea, vamos a comparar las respuestas. [ = I mean, 
we are going to compare the answers.] Share the answers, OK? [[Ss. Murmur and one of them asks 
for the page numbers]] Page 92-93. You share the answers. [[Talking to herself she wonders: ]] 
“¿Por qué se llevan el gis?” [ = Why do they take the chalk away?] [And then, she continues talking 
to the students.] You help… a ver [ = Let’s see], pay attention, you help your partner, van a ayudar 
a su compañero.  

After giving the instructions, her CIC reflected the ‘materials mode’ to provide language practice 

around the workbook exercise; she elicits responses from students to evaluate their contributions 

and, sometimes, the IRF pattern emerges: 

24. G: Who wants to pass [[come to the blackboard]] and answer the first exercise, page 92? [[a 
murmur of excited voices]]. 

25. S: En qué página? [ = What page?] 

26. G: Pásale, Marcela, dice: “resources” or “sunlight”. [ = Come to the front, Marcela, it says 

“resources” or “sunlight”.] [[The girl circles the right answer.]] “Resources”. OK.  Number 2: “trash” 

or “wood”. 
27. Ss. Wood. 
28. G: Pass and write the word “wood” [[A boy goes to the blackboard and writes it.]] The next: “land” 

or “landfill”? [[She calls another student to the front.]] Which is correct? 

29. S2: Landfill. 
30. G: Ok. Very good. Excellent. 

As the analysis of the above excerpts show, G employed a blend of practices. On the one hand, TP 

meant to generate the conditions for learning (having students listen and understand what is 

expected from them in each exercise, have them work in order), and on the other hand, CIC 

practices meant to generate and maintain classroom interaction for EFL practice. This blend of 

practices implied the participant’s attention to the practice of different skills (oracy and literacy) 

while reviewing the book content about natural resources and maintaining a supportive 

environment in which students could take risks to participate and collaborate with different 

peers. 
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To conclude the analysis, the TP G deployed while delivering a lesson from the textbook will be 

presented in Table 9, below. TP were classified in a qualitative fashion by applying Walsh’s (2011: 

44-45) CIC categories of language discourse and Fierro’s TP model (2016). 

Table 9: G’s teaching practices during the session 

TP deployed 
while teaching 
from the book 

Assignment of partners (control of interaction)  

Announcing activities (speech modification) 

Giving instructions (speech modification): it included repeating the instructions 
in a row, or in different moments, rephrasing instructions and translating them 
into Spanish. 

Assigning turns (control of interaction): her aim of having students accept 
different partners implied G’s assigning new partners for each activity. 

Praising student’s work: (enhancing motivation) 

Classroom control instances (control of interaction): assigning partners, 
indicating students where to sit, catching students’ attention by calling their 
names or singing an attention catcher song, controlling misbehaviour 

Scaffolding reading and output (elicitation techniques): display questions, 
guiding students’ production 

Encouraging participation (control of interaction), motivation 

Asking students to rephrase in English routine phrases they said in Spanish 
(elicitation techniques) 

 

To conclude, the analysis of G’s TP demonstrated her central role in mediating learning both when 

following the textbook to have students practice for the end of term test and when applying her 

favourite tool: oral practice of personal questions. She displayed her CIC by proposing highly 

controlled interactional sequences and experimenting practices such as the short sequences of 

pair work among different classmates assigned by her to sustain children’s engagement and 

motivation.  

The analysis of TP, besides being an aim of this study in itself, it was a necessary step to gather 

relevant information that would allow to answer the first and second research questions (next 

section). Besides, it was meant to contribute to the scarce knowledge about YL teachers’ TP. 

5.8 What do Gaviota’s narratives reveal about her PPK? 

In this section, the analysis will lead to the answer to the second research question. Namely, 

through the analysis of G’s narratives about the underpinnings of her TP, the main components 

and sources of her LTC and PPK will be unveiled. To start with, issues related to language 

experiential knowledge will be dealt with, followed by the examination of pedagogical matters. 
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5.8.1 LTC and PPK about language teaching  

In this section and the next ones (5.8.2 and 5.8.3), the analysis that will lead to the answer of the 

second research question will be presented. 

Oral skills practice and language use: triangulation of Gaviota’s observed practices and underlying 

LTC-PPK showed a link between her perception that language use was an essential component of 

YL EFL practice and the kinds of conditions she created for her learners. Games, songs and oral 

performances regularly featured in classroom activities. As will be shown in this chapter, this 

aspect of her teaching practice is the pillar from which other teaching principles stem. 

The following narrative is an example that emerged in a first-grade post-observation interview 

about her class objectives. In the observed session, she had her students sing songs and practice 

personal questions orally for more than an hour. It is worth adding that the songs were games 

from a collection called Wee Sing (see the References), which besides being fun, seem to have 

been designed to have young children practice several skills (memory, rhythm, mime, spelling, 

basic vocabulary). 

2. R: what was your objective when you worked / um / “One potato” or the song about the “Cookie 

jar” -I have written here the sequence of what you did  
3. G: look / how can I explain this // I want them to flow / that they feel themselves in that they that 

they could manage English  well / that is urgent for all / even to me [[she laughs]] that they flow 

in it / flow in it / flow in it  (Post-observation interview done April 2) 

A second excerpt (below) from that same day exemplifies as well, this kind of underpinning as a 

token of G’s personal philosophy: having students apply orally the grammatical structures they 

learned in the course. As a reminder to the reader, ‘personal philosophy’ is a construct of PPK that 

comprises teaching principles as well as teachers’ beliefs and values. That is to say, besides being 

a methodological issue, this PPK construct also captures teachers’ views on doing what is best for 

students (Golombek, 1998). 

1. R: Gaviota / do you remember you invited me next Monday  I wanted to ask you a little / about 

your idea of what will be doing on Monday  

2. G: um  [R: just that ] my priority is / um / that the children speak more  [R: I see  ]  that 
they speak more / that they use everything we’re using //  I mean / structures / to be able to 
manage them / that they do not feel /  like / they do not feel that English is only based on 

grammar      (First grade pre-observation April 29, 2016) 

In accordance with her personal philosophy, in five out of six class observations, she showcased 

students’ oral skill performances. The underlying teaching principles that stem from oral skills and 

language practice have been organized below under different categories. Nevertheless, it needs 
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to be explained that in the subtle complexity revealed by G’s practice these categories overlap, 

and it is only for clarity purposes that they are being described one by one. 

Recycling through elicitation techniques: G narrated on several occasions that she has her 

students recycle contents by engaging them in oral skills practice every day for about thirty 

minutes (and for longer periods on Fridays). Her teaching principle of giving opportunities to 

students to process language translates into her creating the conditions for it. 

10. G: ideally / for me it would be that / that /  that / above all / they knew better the grammar / sorry / I 

mean   they learned better how to talk   for example / now  in first grade we are all using // um / the 

present / but we are using “question words” like “what”  we’re using the verbs “to have” / “to need”/ 

“to want”/ “to like”  then / um // we’re using / what do you have  what do you need   what do you // 

what do you like  

11. R: I see  

12. G: then / “does he like…” or / “what does he like  ” “what does he have ” what I’m interested in is 

that they manage these verbs / very well   as you said even if it is something little   but I want them to 

manage it   independently of the fact that we continue [[she rolls her hands as to indicate the word 

“recycle”]]  

13. R:  recycling  

14. G: recycling questions such as / what’s your name  how old are you   where do you live what’s your 

favourite tune  or what’s your favourite program (First grade pre-observation, April 29, 2016) 

Oracy and literacy: G’ does not refer to the divide oracy/literacy used in general education. Her 

narratives and her teaching practices show that she gives primacy to oracy and reading. It is worth 

stating, that her professional content knowledge regarding teaching initial literacy skills seemed 

to be very limited.  

During the observation sessions, I did not perceive any kind of explicit teaching approach to teach 

her students literacy skills. I interpreted this as a result of her limited professional knowledge and 

her consideration that those skills were taught by the generalist teacher and hence, students 

would transfer that knowledge to decode English written texts. She referred to the difficulties of 

teaching students with such heterogeneous literacy skills (see section 5.4) but she did not abound 

in the measures she took (if any) to support these students. She just mentioned she sometimes 

had to teach some students how to trace letters. 

21. G: look / to me the most important / apart from // and more than grammar and writing are truly / 

listening conversation and reading  I believe that with those they would talk more   more than // 

[[she imitates teacher talk]] “look / this is the verb to be” / like the way I was taught   the verb “to 

be // I am”/  and what was its use to me  I did not process it / I did not process it / until I faced  
when I went to Canada / Iranian classmates / Australian classmates and from here / from there/ 

from a thousand places / and who did not speak a word in Spanish / and to me it was like BANG a 
crash / a shock and that was when / let me tell you / after all that I have studied in my whole 

history / I knew NOTHING   because I didn’t know how to use it / um /I said verb “to be” / in 

which tense / I was desperate / right [R: I see] little by little / little by little/I still make 
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mistakes /many mistakes and in conversation / a lot / but I swear /Vicky/ I do not want that these 

children /you know/ that’s my intention (Second grade post-observation, May 19, 2016) 

This narrative (which continues below) shows that the source of the rationale of her teaching 

methodology is her own experience as an EFL learner. Her experiential knowledge tells her that a 

grammatical approach was not sufficient for her to process language and to learn to communicate 

and, consequently, she tries to innovate by teaching her students differently from how she was 

taught. 

She continued explaining further her underpinnings of oral skills and language practice: 

(21 cont.) G: what I want is that they manage [[language]] instead of processing things like 

mechanically in their notebooks   on the contrary / that they process them in their little heads 

and say // “ah / we’re talking about the past   I’m talking about what’s going to happen /  I am 

talking about what’s going on now ” you see   that they know how to manage this  (Second 
grade post-observation, May 19, 2016) 

As this quotation shows, for G, ‘writing’ can sometimes connotate of “working mechanically on 

the notebooks” in activities such as copying or solving grammar exercises. In her view, oral 

practice is meant to consolidate EFL learning and writing in the textbooks and notebooks is 

sometimes regarded as something that is not intrinsically needed. I interpreted her view on this as 

her necessity to comply with the institutionally mandated textbook, her lack of autonomy due to 

her limited professional content knowledge and her history as an EFL primary learner. 

She also expressed that her first graders did not like to write and, since another feature of her PPK 

is to adjust her teaching to her groups’ profiles, she acted accordingly. The following excerpt will 

illustrate this point. 

6. G: I feel this group likes conversation a lot / well / and they also like games a lot   but the part of the 

session we have / when they get to the English class / usually takes thirty minutes of conversation  
they love it because they can manage it very well / and because it seems they can already express 

themselves better   and many times / they tell me “why don’t we just work all the session like this 

instead of writing ” they are not keen on writing  (First-grade post-observation, June 7, 2016) 

Before bringing this subsection to an end, it needs to be stated that during the observation 

sessions, G engaged her students in literacy activities. They were spelling contests, dictations, 

scrambled words games or creative activities such as writing a line about something they liked 

from a story they have just listened to next to the drawing they made about it. She seemed to find 

these activities intrinsically motivating for her students. She usually invited students to the 

blackboard to show their answers in fun individual or team competitions. She took advantage of 

these events to give students feedback and to assess their performance in those topics.   
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The findings presented in this section are linked to two other features of G’s PPK: the dilemma 

about how her EFL students should be taught grammar and her personal philosophy or teaching 

principles regarding doing what is right for her students, which will be discussed below. 

The teaching of grammar: G’s narratives also dealt with the particular grammar topics she wanted 

her students to practice. During the six observation sessions, she had students practice orally the 

following linguistic items that had previously been taught from the textbook: simple present, 

simple past, simple future, present progressive, frequency adverbs, comparatives of adjectives 

and common verbs such as ‘have’, ‘want’, ‘need’ and ‘like’. 

1. R: well / the question is what did we see today  I mean / what were you trying to do  

2. G: well /  my interest now is that the children / first graders / who are the ones you saw  get to 

manage what we are studying / the simple present tense  tomorrow it could be that they have to 

use it in the negative form   after tomorrow / they may have to try to ask their class mates / it 

depends  (First grade post-observation, June 7, 2016) 

Observational data showed that her methodology comprises two steps. Firstly, she presents the 

grammar topics from the textbook by following the sequence of exercises of the student’s book 

and then, she has the students practice those contents through more active language use by 

asking them individual questions. However, instances of oral practice go beyond the textbook 

topics. She is also keen on having students practice orally by asking them questions about their 

immediate environment (classroom items, clothes, daily weather) and their family life.  

Another aspect of her approach to grammar teaching has to do with the students’ development 

of the notion of time (present, past, future) when using different tenses. She expressed her 

concern about helping students discern which tense they were using. It seems that her memories 

from childhood and her teaching experience indicated to her that children’s development is 

crucial for processing time concepts. Braulio, a second-grader mentioned in the next citation, has 

been described by G as a very mature student and also (in her affective language), as “a prize”, 

which meant a bright, well-behaved student that learns EFL very well. 

10. (…) my principal objective is that they know which tense they are using / that they know how to 

manage it and // um / that they try  for example / I saw that Braulio is really clear about which 

tense we’re using / but many others are not  like when I was a little girl and everything / and I 

didn’t know when we were talking in the present / past or future / you know   hence / I want to 

help my students so they / how can I say it   so / they try not to do the same // nonsense I did   
(Second grade post observation, May 19, 2016) 

Explicit or implicit teaching of grammar: another concern narrated by G has to do with her 

experiential knowledge about grammar teaching in first and second grade. In a post-observation 
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interview, she expressed her uncertainty about the implicit or explicit teaching of comparatives, 

which she defined as a “difficult concept”: 

15. G: (…) you know what / I don´t know what you think about this   maybe I am wrong / that’s why I 

want to know your opinion // how important is to give them the rules  or is it better to present 

them just with examples   (Second graders post-observation, May 19, 2016) 

In the Final interview, which was about teaching-learning issues in primary school (see Appendix 

A), her answers showed, one more time, the tension between explicit and implicit teaching of 

grammar and how she tried to balance her feelings: 

22. G: the learning of grammar  well / I like it / I like it but / what I don’t like is that in my opinion / I 
would have liked that it is taught without spelling rules [[G corrects herself]], without // um / 

grammar rules  I mean / I don’t tell them that to form the simple present tense we need the 

subject / as we were taught in the past // [[she imitates a nagging voice]] “the subject  and this 

and that ” if I have to teach them one way or the other / I’d rather just show them the structure / 

for them to understand that’s the way it is  um // for example / that “I” is linked to “am” instead of 

telling them “I am / the verb ‘to be’ in the present tense”  (February 21, 2017) 

Her narratives and her practice showed G’s constant efforts to set a warm, fun environment 

where to sustain the conditions for language practice and learning (Fierro, 2016) by having 

students perform different oral tasks and games. 

The selection of additional teaching materials: G treasures a great variety of teaching materials, 

part of which are kept handy in her classroom cabinets. During data collection, on several 

occasions, the topic of appropriate (useful, interesting) teaching materials emerged. For example, 

in the next quote, she referred to a collection of song-games, nursery rhymes and fingerplays 

books she bought (Wee Sing): 

46. G: I’m using these little jewels I bought because I found them nice  
47. R: they are great / actually / I wanted to ask you about them because those are the ones you used in 

the first session you invited me to  (First grade post-observation, April 29th, 2016)  

The second excerpt emerged when she was narrating that her first graders enjoyed reading a lot. 

Hence, she enthusiastically referred to the new material she found for her students: 

19. G: I’ve already got an audio-book for them / but we’re starting to listen to it tomorrow  

20. R: OH / NICE / NICE  

21. G: they are Gulliver’s stories  

22. R: where did you find them  

23. G: among my curiosities  (First grade post-observation, June 7, 2016) 
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Triangulation of her narratives with observational data showed that she was constantly searching 

for materials that could be intrinsically motivating for her students’ learning profiles. (Dörnyei, 

2001; Nikolov, 1999). Besides, her calling her favourite teaching materials “jewels” or “curiosities” 

denotes her subtle evaluation and selection. 

Student’s developmental features: G’s narratives about her work with her young students 

sometimes allude to a developmental feature: immaturity. In the last interview (February 21, 

2017), she explained that in her heterogeneous group of first graders, some of the students would 

rather only play games instead of paying attention when the group is working on different topics 

because they are quite immature.  

Stories of students: the last feature of G’s PPK to be analysed in this section is that G’s behaviour 

toward her students seems to be built on the story she tells herself about each of them: students 

that at first did not know EFL at all but progressed little by little, students that need to make an 

effort to learn, students who are going through a difficult time, students who need more time to 

work. As advanced above, as an observer, I could see that the caring but different way in which 

she addressed or responded to students was based on her in-depth view of their personalities, 

development and needs. 

 

58. G: [[A student wants to answer an exercise, so he shouts “Me”.]] Ok, You? [[G gets closer to me to 

tell me in a low voice]] you should see how this boy is improving  he’s trying really hard  I’m so 

proud of him    

Stories of students seems a relevant feature that characterizes situated practice; the way teachers 

address their students is tuned to teachers views of them. TP occur “in the midst” of stories about 

students (their characteristics, needs, interests, behaviour, performance) and the relationship 

teachers have with each student.  

5.8.2 Images 

As presented in section 4.5.4, explorations of PPK often involve the use of image either as a 

researchers’ tool to picture the main features of teachers’ work or as participants’ tool to express 

the underpinnings of their TP. Hence, towards the end of data collection, I decided to ask G about 

favourite images that could describe her practice at Moderate School. G answered that the 

images were hinted to her, by the groups’ characteristics: 

1. G: depending on the group    I mean it is the group that gets to me in a certain way and 

consequently // I feel in a certain way   for example / it could be a mom // um / a queen bee and I 
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tell them which road to take   or it could be a counsellor that guides them  it depends a lot / a 

whole lot on the “chemistry” the group is looking for  (Second grade observation, February 8, 2017) 

Then, she continued to explain that when she taught the hardworking but a bit immature first 

grade (school year 2016-2017), she felt like a Mom telling them “the right path”, while with her 

second grade (2016-2017), she felt like a queen bee that just guided them. Last, with her other 

second grade (2015-2016), she felt like an entrepreneur who was counselling each of them 

independently, to do what was best.  

The next quote (which was already presented above) illustrates how the groups’ characteristics 

and interests can impact G’s TP. This quote refers to the second grade that makes her feel like a 

“queen bee”. 

6. G: I feel this group likes conversation a lot / well /and they also like games a lot  but the part of the 

session we have when they get to the English class / usually takes thirty minutes of conversation  
they love it because they can manage it very well and because it seems they can already express 

themselves better  and many times / they tell me “why don’t we just work all the session like this 

instead of writing”  they are not keen on writing  (First-grade post-observation, June 7, 2016) 

5.8.3 Professional knowledge landscape (PKL) 

PKL is relevant to this study because it helps build a holistic picture of the participant’s 

experiential knowledge and portray some of the contextual factors in which G’s teaching is 

immersed. As explained in section 4.5.4, PKL concerns the knowledge teachers acquire and exert 

in the institutions where they work. For example, in their relationships with colleagues, heads and 

parents or by learning how to comply with institutional regulations. PKL can also be described in 

terms of the stories that are told about staff members, parents or the school. 

In this study, expressions of how G feels in the school space out of the classroom (PKL) frequently 

emerged in G’s interviews. By pondering on this fact, I attributed this peculiarity of G’s narratives 

to her personality and the trust she put in me. 

First, G feels certain SEP regulations that are ‘funnelled’ to schools are not being well managed by 

Moderate School heads. For example, in the last class observation (February 8, 2017) G 

complained about two issues. On the one hand, the lack of flexibility of school authorities 

regarding the fact that classroom curtains must be opened at all times so what teachers do can be 

seen from the outside. The problem is that the bright sunlight that comes from the window 

dazzles students who sit by the windows. G tried to solve this problem by moving the rows away 

from the window, but since classrooms are quite small, students get too close among themselves 

and get distracted. 
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Secondly, SEP inclusion policies (section 2.3) imply that SEND children can attend any school. 

However, the school heads do not get informed about the specific problems or disabilities 

students suffer from and, consequently, G does not know how to manage these students or how 

to plan for them. Unfortunately, this seems to be a common scenario at schools. Inclusion policies 

remain on paper and YL specialists of different kinds are completely unavailable at schools. 

In the final interview, I asked G how important it was for her that students brought their books 

and other requested materials to class.  She answered:  

78 G: it is very important for example / in my case / um // the case of new students / the case of 

students who have learning problems / what materials can we ask them  they ask me to give them 

grades  the other day the director asked me to give grades to Pablo  // how  I mean /how can I 
evaluate his reading skills if he is just starting to learn a few words / but how could I give him a grade 

in reading  of course / I can’t  can you give him a grade in grammar  of course/ I can’t  
(February 17, 2017) 

I interpreted this situation as a result of the head’s lack of knowledge of and interest in SEND 

students’ particular conditions and learning needs.  

A third issue that emerged in her narratives was her concern about the lack of resources. It must 

be stated that from my observer point of view and as an ex-employee there, the occasional lack of 

resources had to do with the poor organization of the school. It is apparent in all classes and in all 

school levels (kindergarten, primary and secondary). 

The lack of resources that came up in G’s narratives was as varied as a chair for one of her 

students, a CD/DVD, pieces of chalk or board markers.  

Regarding the CD player, I witnessed during the data collection months that G could not use the 

textbook CD, which is necessary both, to cover the institutional program and to apply the listening 

comprehension part of the exams. G interpreted the lack of a DVD player as a sign of the head’s 

lack of value of her work, which caused her a great distress.  

17. G: (…) I bought this little cd player and I do not know why it sometimes works and sometimes 

doesn’t  but unfortunately / here they do not buy us anything (…) and I sometimes tell myself / 

how necessary [[the CD player]] it is  (Second grade post-observation, May 19th, 2016) 

A fourth topic that is relevant in how G lives in the PKL is parents’ attitudes. In the final interview 

she mentioned students’ lack of punctuality, parents’ pressure to see immediate results in terms 

of students’ achievement in English and pressure to finish the textbook.  
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Last, conversations with G demonstrated that she does not feel at ease in the PKL among certain 

colleagues. This feeling became evident when she felt angry when she was assigned the 

organization of the mothers’ day festival by a generalist teacher. She felt it was unfair because she 

was not consulted about this assignment. Besides, she felt this was a very heavy burden because 

parents usually have great expectations for this celebration and because it implied organizing all 

the primary groups to perform something for the occasion. Although she succeeded, I witnessed 

how the assignment of this heavy task made her feel very nervous and lonely. I interpreted this 

assignment as a token of unequal power relationships and as an act of submission on G’s part 

which had to do with her identity formation processes (Tsui, 2007).  

Her narratives about the PKL can also be interpreted as a sign of her of lack of agency: she felt 

that certain institutional constraints did not allow her to be autonomous to overcome them 

(Toom et al, 2015).  

From what was presented in section 5.8, it can be stated that G’s narrated PPK is linked to her aim 

of having students ‘flow in the FL’ and manage what they have learnt from the book and from the 

materials she adds: games, songs, stories and session of ‘questions and answers’. Her narratives 

revealed that a main underpinning of those TP stems from her will to find ‘better’ ways of 

teaching her students, ways that differ from the way she was taught. 

Another feature of her PPK is that it seems to be socially situated and dynamic; she adjusts her 

experiential knowledge to the ‘images’ her groups project and to students’ developmental and 

personal features and to their learning interests. Last, the PKL can become a source of tension for 

her. For example, when she feels she needs to be informed about how to work with her SEND 

students or when there is a lack of resources, she considers it necessary to teach her classes. 

5.9 What are the main tensions between Gaviota’s PPK and 

her actual teaching practices? 

So far in this chapter, the analysis of G’s narrations about the underpinnings of her TP have been 

presented, and instances of her actual teaching analyzed to answer the first and second research 

questions. In this section, I will try to answer the third research question. Firstly, the tensions and 

dilemmas G’s narratives unveiled will be dealt with. Secondly, how G tries to overcome those 

tensions will be shown.  
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5.9.1 G’s PPK and tensions regarding the delivery of EFL lessons 

The course program: poses high challenges to G. She summarized this as a “quality rather than 

quantity” issue. The institutional mandate requires that one coursebook is covered per school 

year, but this necessitated a teaching pace which G felt was unacceptable. She would rather 

practice and recycle a smaller number of topics to ensure that the children mastered them. G 

mediated the textbook substantially, even though she acknowledged its suitability for learning. 

She wished to extend this mediation to topic selection and activities that best align her students’ 

learning needs, likes and abilities. 

To harmonize this institutional mandate and her own PPK, G developed a teaching methodology 

characterized by using the textbook as the main source of language input and her oral skills and 

language practice sessions as the appropriate tool to have the students process and practice EFL. 

The next excerpt exemplifies this kind of tension and the way she tries to comply with both 

mandates. 

209. G: I put all the mats on the floor in first grade  I told them / “take off your shoes” 

and I gave them memory games / readings / lotteries and so on  I spent some time 

with the ones playing lotteries and some time with the ones reading the books  I 

told the latter // “don’t just leaf through them but read them  what did you 

understand about this [book] ” 

210. R: so / how did it work  how did you feel  better  

211. G: yes / but only if we work this way   
212. R: well / why don’t you keep implementing this / at least sometimes when it is 

possible  
213. G: I’m doing this on Fridays because I have to comply with this [[she points to the 

textbook]]  look / if I could choose / I would just pick out some things [[a girl 
approaches her and gives her something]] to avoid cramming them [[with contents]]. 
(Second grade classroom observation, February 8, 2017) 

Teaching materials: despite G’s positivity towards the school teaching materials, she also 

expressed a preference for using other resources such as audio books (Second-grade post-

observation, June 9, 2016). In that same interview, she explained that the textbook brings some 

speaking tasks but “not as complete as when you show them these things (she refers to her audio 

books and other teaching materials she just happened to consult) or others: as if you were pulling 

them out of the chest of your memories”. During data collection, she sometimes narrated that 

she found more teaching materials in her house and funnily referred to this whole situation as if 

she had a “chest of memories” from which she pulled teaching materials she once bought to use 

with other groups.  
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As an observer, I witnessed that she would like to implement a more flexible teaching program to 

teach EFL from audio-books. This tension remained because she needed to spend most of the 

time following the institutionally prescribed textbook to finish it on time because that is what 

parents and school heads expected. 

Assessment: although she applies the textbook tests the school mandates, she would rather 

evaluate the students only by daily assessments when she has children perform different tasks. 

This shows her affective and moral slant to her PPK because she worries about the emotional and 

social impact of testing her YL.  

As explained in section 5.8.3, she feels distressed when the head asks her to evaluate SEND 

students the same way she evaluates the rest of the students.  

Inclusion: section 5.8.3 dealt with G’s uncertainty regarding how to teach and take care of SEND 

students due to the fact that she is neither informed nor trained for it. As an observer, I could see 

that G succeeded in integrating a child with some kind of retardation and speech problems but 

had trouble managing another student who had serious behavioural and developmental 

problems. About the first case, I witnessed that she intuitively prepared special Spanish literacy 

tasks and also had her students invite him to join in certain fun activities that occurred in the 

classroom. Some students even developed a certain awareness regarding his likes and abilities 

that showed when they assigned him a role in the lotto or in other games that he was able to 

perform and enjoy. 

5.9.2 G’s tensions in the PKL 

It was observed that G’s engagement with students and love for teaching result in a positive daily 

environment in her classrooms. However, the PKL poses challenges and tensions that are hard for 

her to overcome. She does not feel at ease among colleagues and the school head because she 

feels some do not appreciate her professional work. As advanced in 5.8.3, G’s discomfort could be 

explained as related to her identity formation issues (Tsui 2007). Teacher identity formation is 

highly complex and, according to Wenger (2001), an important source of it is the recognition of 

colleagues of one’s competence. Data analysis showed that G does not feel recognized as a valued 

member of the community. In my view, she tended to interpret some colleague’s discourteous 

behaviour towards her and the head’s general indifference to teachers’ work, due to a judgmental 

attitude on their part.  
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5.10 Conclusion 

As it was developed through this chapter, one of the main lines of G’s LTC and PPK that 

manifested in her narratives was the way her personal history as an EFL learner in primary school 

acts as a powerful engine that urges her to develop “a better” pedagogy than the one her primary 

teachers applied with her. This intention of hers shows as well, her determination to ‘help’ her 

students (personal philosophy), which translates into teaching them as best as she can.  

Secondly, her dynamic methodology attends to several contextual factors such as students’ 

characteristics, the teaching materials she needs to cover or the proximity of tests. Thirdly, her 

creative will of doing what she considers right for each of her groups guides her intuition to 

deploy a myriad of TP and to use different teaching materials to help students develop their oral 

skills and to pass the textbook tests. Her practices seem to focus on TL use and warm, supportive 

environments. She is keen on repetition and recycling. She notes when children are trying hard 

and values this. She also demonstrates clear patterns about L1 and TL use in the classroom to 

support comprehension and the flow of activities. 

Her PPK and her experience of the PKL also showed certain tensions. Nevertheless, the 

development of a methodology that suits her personal philosophy helps her overcome those 

tensions. In this line of thought, it seems that the occasional negative incidents and conditions 

imposed by the PKL can be counterbalanced by the happy events and the warm relationships she 

lives with her students in the in-the classroom landscape.  
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 Beatriz (B) 

This chapter aims to answer the three research questions of the study by analysing the case of 

Beatriz (henceforth, B), the third and fourth grade EFL teacher of ‘Moderate School’. The analysis 

procedure will be the same as the one applied in the previous chapter. 

6.1 Beatriz’s data 

Data collection with participant B consisted of five sets of class observations and the 

corresponding pre- and/ or post-observation interviews. Data collection with B ended before the 

data collection period; I do not know the exact reason for this, but I reflected on this event on 

section 6.4 to try to shed light on it. 

In order to mitigate the reduced dataset from B, I decided to analyse the complete data I got from 

her for the pilot study. Although there was only one less dataset for B, reduced access meant that 

additional data collection could not be implemented following the iterative analysis process. This 

may have had an impact on the richness of the analysis of B’s case study. 

Table 10: B’s data 

PROFESSIONAL 
PROFILE 
INTERVIEW 

 Length (10’)  

Date: January 21, 2016 

TOPICS: personal history 
(English learning, teacher 
education and experience) 

SET 1 (DATA 
OF PILOT 

STUDY) 

 

PRE-OBSERVATION (8’24’’) January 22, 2016 THIRD /FOURTH GRADE 

OBSERVATION (35’04’’) January 21, 2016  

‘Show and tell session’ about pets 
THIRD/FOURTH GRADE 

OBSERVATION (5’ 14) + (13’ 52’’) 

‘Show and tell session’ about pets 

*There are two sets because that day there 
was an earthquake drill that interrupted the 
first observation. 

THIRD GRADE 

POST-OBSERVATION: (52’21’’) January 29, 
2016 

THIRD GRADE 

SET 2 PRE-OBSERVATION (5’ 20’’) March14, 2016 

OBSERVATION (14’) March 14, 2016 

Third graders interviewed sixth graders. 

THIRD GRADE 

FOURTH GRADE 

SET 3 OBSERVATION (8’42’’) May 11, 2016  

Ss. worked with the textbook 

POST-OBSERVATION (7’20’’) May 11, 2016 

About two episodes of error correction 

FOURTH GRADE 
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SET 4 OBSERVATION (35’04’’) June 16, 2016 

 Ss. present science experiments. 

POST-OBSERVATION (9’2’’) June 16, 2016 

THIRD/FOURTH GRADES 

SET 5 OBSERVATION (29’) June 23, 2016 

Dictation and a reading activity with textbook 

POST-OBSERVATION (5’24’’) June 23, 2016 

About the textbook 

FOURTH GRADE 

 

6.2 B’s profile 

The information provided in this section was taken from the interview about B’s professional 

profile (January 21, 2016) during the data collection for the Pilot project.  

At that time, B was forty years old. She is fluent in English. She narrated that she learned English 

as a child at a private school and in Canadian children summer camps. When she finished school, 

she obtained a B.A. degree in graphic design but, since she could not find a job in that area, she 

has never worked as a graphic designer. Instead, she decided to become an English teacher. To 

pursue this goal, she took a two-year training course that included a practicum period in which 

she taught different English levels and ages to obtain a ‘Teacher’s certificate’ (see section 2.9). 

Like Gaviota, B interrupted her teaching career for three years for maternity reasons. She has 

been teaching English to adults, teenagers and children for about thirteen years. 

In the excerpt below, she describes the practicum period and her preference to teach children: 

 

74. B: but / yes / they asked us to practice in different classroom with different teachers [[she 

pretends she is a mentor talking to her]] “go with teacher X and teach X class  “ and we went 

into those classrooms  

75. R: I see  
76. B: and both the head of that language institute and the teacher in charge of those classrooms 

/ they did check/ they really checked if we were suitable as teachers or not    

77. R: I understand  

78. B: it was like they tried to get us involved in teaching  and above all / we had to teach 

children  

79. R: I see  
80. B: that’s how I started with all this / and I said to myself // “well, my degree will remain there / 

but I feel I really belong to teaching   

81. R: yes  what about teaching  you mentioned earlier you love to work with children   

82. B: yes / very much  

 
 
A moment later, when asked about why she likes to work with children she answered: 
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84. B: oh my god / I think it is the satisfaction I get / more than anything else  it’s / another 

language for them / and I get satisfaction when I see them really learning the language  and 

not just saying isolated words like “pencil” / “pen”  I believe that’s what I love  

85. R: ah / I see  

86. B: and obviously / to help them / to teach them / um   as I feel good spending time with 

children  for example / um / many times there are topics that I think they are better taught 
through play / and they get them better playing / on the blackboard and doing little things / 

right   
 

6.3 B’s classrooms 

B has taught third and fourth graders since she was hired in this school about four years ago. Like 

G, she also teaches in two different classrooms. Her classrooms are quite small because her 

groups are small as well (ten children in third and five in fourth grade). One of her classrooms has 

a big window overlooking the school garden and the other one is in the inside part of the building 

and has a big window that faces a quiet street. Both classrooms are well-lit and have white walls, 

which usually have a couple of posters and a blackboard. There is not much room for decoration 

or posters in her classrooms because there is a cabinet for keeping students’ books covering much 

of the remaining wall space. Students keep their backpacks and lunch boxes beside one of the 

walls. 

All in all, both classrooms look quite packed and although they look neat when the school day 

begins, they become messy when students start taking things out of their backpacks and do not 

put them away properly. Walking among students’ seats becomes difficult because rows are quite 

close. The teaching materials B keeps in the classroom are a tape recorder, her textbooks and 

some school supplies (markers, pens, pieces of chalk, tape, etc.). 

From my non-participant observer’s point of view, the atmosphere of her classrooms is quite 

light: no matter how she feels, B tries to keep a lively and cheerful environment in the classroom. 

Besides, B often takes her students to the schoolyard either to work or to play. The first time I saw 

her students sitting on the grass, they were carving shapes into soap bars of different colours. 

Then, several times, I saw her students in the yard play ‘quemados’, a team game that is very 

popular among Mexican children. When I asked her informally about the latter, she explained that 

her children “needed some air” which meant that a few minutes of stretching and running would 

help them work better when they got back in the classroom. 
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6.4 B’s relationship with the researcher 

Before describing further B’s experiential knowledge and pedagogical features, it is worth 

describing the development of our relationship to try to shed light on B’s decision to abandon the 

study. Data collection in qualitative studies is greatly influenced not just by the conditions in 

which data are collected but also by the kind of relationship the participant and the researcher 

are able to build (Dörnyei, 2007). 

B and I developed the pilot project together. First, I explained to her the three pieces the project 

would consist of (pre-interview, class observation and post-interview) and then, we decided 

together the kind of activity students would perform (a ‘show and tell’ session about students’ 

pets). She chose the dates for it and everything seemed to go well. Then, when the main study 

was about to start, I asked B and the other two participants if they could invite me to observe 

their classes about twice a month. 

B first invited me to observe a special project in which third graders interviewed sixth graders. 

Then, she invited me to see an oral presentation of third and fourth graders’ science experiments. 

At this point (five months after the pilot project had started), our relationship seemed to change. 

When I approached her to ask her to plan the dates for the next observations, she would not give 

me an exact date. If I insisted on a different day, she may either tell me: “whenever you want” or 

an imprecise date such as “next week”. I did not know what to think about this change in our 

relationship, but I started to feel uncomfortable because I thought that perhaps, she did not feel 

at ease with having me observe her classes. 

At that juncture, I decided not to visit her for about a month to see if our distance made things 

clearer. After this ‘pause’, I visited her without notice once or twice at recess time or in her 

classroom, but it seemed as though B felt uneasy about unannounced visits and preferred to 

invite me. I asked whether she felt uncomfortable with my visits to her classroom and she was 

adamant that she was not. 

I decided to accept that, unless B issued an invitation to visit,  I could not continue researching in 

her classrooms. Bearing in mind the arguably unusual researcher positionality of my study -I was 

both an insider and outsider-, I felt I did not want to abuse the school and the teacher’s trust or 

my relatively unconstrained access to the whole site by seeming to impose visits upon B. I remain 

unsure why this situation developed. When we collaborated on the pilot project B asked me to 

give her feedback about what “she was doing wrong”, so she could improve. I explained that I was 

not observing to judge or assess the teachers’ work because I did not conceive teachers’ 
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pedagogy as right or wrong. I also explained to her that I just wanted to learn about her teaching, 

understand the way she taught and how she had her students work in the FL.  When the study 

ended, I thought that perhaps she would have preferred that I gave her feedback of her work and 

since I did not, she may have not seen the point of my class observations and interviews. 

I considered it important to detail this challenging relationship for several reasons. Firstly, this is 

evidence of reliability in this kind of research because it is part of this research audit trail 

(dependability) which shows a transparent description of the data collection procedures used in 

this study (Miller, 2008). Secondly, from a reflexivity perspective, not only the quantity but the 

quality of shared knowledge, experiences and beliefs may have been affected by my role as a 

researcher. Last, when researching personal constructs such as PPK, the nature of the 

relationships between researchers and participants is essential. 

6.5 Research questions  

Research question 1 

What kinds of teaching practices are observed in Beatriz’s EFL lessons? 

Research question 2 

What do Beatriz’s narratives about the underpinnings of her practice reveal about her Language 

Teacher Cognition and Personal Practical Knowledge? 

Research question 3  

What are the main tensions between Beatriz’s PPK and her actual teaching practices? 

6.6 What kinds of teaching practices are observed in B’s 

lessons? 

In this section, B’s teaching practice will be described as a result of the triangulation of the five 

sets of data, my field notes and observation records. Firstly, for clarity, the course program, the 

course teaching materials and B’s planning will be described. Secondly, B’s teaching of the EFL 

course in third and fourth grades will be explored. This section aims to answer the first RQ. It must 

be stated that due to B’s selection of special projects as the matter of classroom observation 

sessions, and also due to her early retirement from this study, data comprises only two 

observations of her classroom work. The rest of the data was collected when observing the three 

special projects she developed with her groups. 
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6.6.1 Institutional components 

Teaching materials and planning: B covers the course program by teaching unit by unit from the 

set of teaching materials selected by the school: (Oxford Discover, first edition) Book 3, with third 

grade and Book 4, with fourth grade which were designed by Kathleen Kampa and Charles Vilina .  

Like Gaviota, B plans her work from the teachers’ edition of this series and has the students work 

with the student’s textbook and workbook. In a post-observation interview done towards the end 

of the school year (June 23, 2016), B claimed she was satisfied with the textbook and that she 

considered it appropriate for teaching listening, reading, writing and grammar, but not 

particularly helpful for practicing speaking: 

43. B: but I think / the book manages well listening // Iike all the listening [[sections]] and writing 

[R: I see] 

44. B: all those sections  

45. R: and last / how useful is the textbook for oral practice  how do you use it  
B: well / for oral / not much // I use the grammar exercises and ask them to make sentences / to 
tell me // um / sometimes we bring posters / magazines / to make a collage about the topic we’re 

studying  [R: I see ] 

46. B: they have to explain it orally  

In addition, she explained that she also uses the grammar book of this series “to give them extra 

exercises and for reviews” and some other books. Last, her narration also revealed that although 

she covers most of the book: 

20. (…) there are things that I skip because I say to myself // “they don’t need this ” 

In the next section, the analysis will show the way she usually works on the reading and listening 

sections of the book. Before advancing to the next session, it is worth stating that the section 

entitled ‘Observation of teaching practices’ shown in the analysis of the other two participants’ 

practices in sections 5.7.2 and 7.62 is absent in this chapter. This is due to the fact that there was 

not enough data from B’s classes to develop such analysis. Likewise, data regarding B’s opinion of 

the textbook is scarce. 

6.6.2 An observation of EFL teaching from the book  

As advanced in the introduction to this section, B chose to invite me to observe sessions of special 

projects and not textbook driven sessions. Nevertheless, the iterative analysis process during data 

collection raised awareness of the importance of the textbook in B’s practice and consequently, I 

asked if I could visit her when she would be using it. Besides, I had told B (and the other two 

participants) I would like to know their opinion about the textbook and, since B told me that I 
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could stop by her classroom any day to talk about the book, I did. Hence, this was a non-planned 

observation.  

When I got to the classroom, B was preparing presents for sixth graders’ graduation while her 

students were chatting. Then the lesson started. 

Brief of the analysis of the session 

Number of students: five (two girls and three boys) 

Date: June 23, 2016 (last observation) 

Time: from 12 p.m to 12: 29 p.m. 

Place: fourth grade classroom 

Number of activities: 3 

Topic: “Why are biomes important?” (see Appendix K for the books pages 170-171) 

Overall view of interaction: the environment was quite relaxed, although there was a moment of 

tension towards the end of the class because students raised an issue about their fears of natural 

phenomena. 

Two of the most outstanding features of class interaction were: that B spoke mostly English and 

did not need to translate the typical classroom discourse (instructions or simple explanations 

about how to write the date) and that students frequently entered into discussion with B about 

issues and content not related to the textbook. This was interesting because it seemed to show 

children felt able to contribute their own ideas and thoughts to the lesson and that B seemed to 

value this kind of ‘unplanned’ contribution because she acknowledged and addressed any 

questions and topics the children raised. 

Table 11: Reading and listening-comprehension activity (student’s book pages 170-171) 

Sequence of activities Student’s work and grouping Assessment and scaffolding 

Activity one: dictation of new 
vocabulary (From Unit 17: 
“Why are biomes important?” 

 

Students know the routine for 
dictations: B announces the 
number of words she will 
dictate and then she numbers 
each word before saying it 
twice or three times. 

Assessment: later that session 
while they read the text in 
silence, she corrected the 
dictations. 

Activity 2: reading 
comprehension and listening 
comprehension of “The natural 
communities of Earth” (pgs. 
170-171 of student’s book) 

Ss. read silently and asked 
about the pronunciation and 
meaning of words from the 
texts.  

B scaffolded students’ inquiries 
about the text and also 
expanded and explained the 
texts after the students’ 
contributions. 
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It was a sequence of three 
activities: 

a. silent reading of a specific 
paragraph assigned to each 
student 

b. Then ss. listened twice to 
each paragraph from the text 
(from the textbook CD). 

c. Once they listened to each 
paragraph, individual students 
tried to explain them in 
Spanish.  

Then, some ss. explained what 
they understood from the text 
and asked about what they did 
not understand. One student 
was reluctant to explain the 
part of the text assigned to 
him, but he translated it 
instead. 

 
As with G’s data, it is important to show an example of how the combination of Fierro’s model of 

TP for generalist teachers and the CIC model by Walsh (2011, 2012) allows a better understanding 

of B’s TP. The following excerpt belongs to the same session that has been analysed above (June 

23, 2016). Translations of the utterances in Spanish parts are provided between square brackets 

and after an equality sign [=]. 

35. B: Spelling, please. Writing, spelling… open it in “spelling”, please. 
36. S: Pero, teacher, acabamos de hacer uno “anteayer” [=But, Miss, we have just done one before 

yesterday. 
37. S1: Sí, acabamos de hacer uno, anteayer. ¿Por qué tantos? [=Yes, we have just done one before 

yesterday. Why so many?]  
38. B: Because you have (unintelligible) dictation, that’s why. 
39. S: (A student speaks pretending he is the teacher.). “Porque quiero hacer dictado.” [=Because I 

want to give a dictation.] 
40. B: No, because it’s a new unit. We have to do it.  

In this section of the class, B started the interaction by applying the ‘managerial mode’ of CIC, 

which is used to introduce and conclude an activity. However, in this case, when B announced the 

next activity (dictation), students were reluctant to do it and, consequently, B deployed her ability 

to control the class in a friendly manner. She did so by explaining to them why it was important to 

do a dictation: they needed to practice the vocabulary of the new textbook unit. That negotiation 

seemed to show how the different actors in the classroom interact and act according to their own 

perspectives, which implies adjustments and tensions (Fourtul Olivier & Fierro Evans, 2016) (see 

section 3.5). 

In the post-observation (that same day, after the class) she narrated that her actions in the 

textbook lesson I observed were customary. 

B: (…) the reading you saw now / I usually / sometimes / I ask them to check it / other times / we read it 

paragraph by paragraph  they / one by one explain what it // what it was about  and I always want to do 

this in Spanish because if not they are left with many things they do not understand  

R: I see  
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B: [[if ]] they say it in English they remain like “yes, but what  ” I usually ask them to read in English  and 

to explain it in Spanish  once we finish doing that many times / I ask them to draw something about what 

they understood / well / and a summary and that one has to be in English  
(Fifth grade post-observation, June 23, 2016) 

It seems that the sequence she follows prioritizes meaning and that is why, they discuss the texts 

in Spanish. This strategy seems to allow students to interact freely and ask questions to expand 

their knowledge, not just about EFL features but also about world knowledge. 

To conclude, the following table presents the list of TP that B deployed during this session. Those 

TP were classified in a qualitative fashion by applying CIC categories of language discourse Walsh 

(2011) and Fierro’s TP model (2016). 

Table 12: B’s teaching practices during the session 

TP deployed while 
delivering the 

textbook driven class 

Assignment of individual tasks (control of interaction) 

Announcing activities (control of interaction and speech modification) 

Giving instructions (speech modification) 

Assigning turns (control of interaction) 

Praising student’s work (motivation) 

Classroom control instances (control of interaction) 

Scaffolding pronunciation and oral production (elicitation techniques) 

Negotiating activities (control of interaction and speech modification)) 

Speaking in English almost all the class (speech modification) 

6.6.3 Observations of EFL preferred practices 

It seems that B believes that English lessons are an opportunity for wider learning. To encourage 

active language use, B used special projects which were observed in three out of the five 

observation sessions. They are structured as follows: 

 Assignment of the project: B sets the date and topic of the project. 

 The project is developed over 2-4 weeks. B discusses a draft with each child to check the 

content, structures and pronunciation. The children then, learn the presentation by heart 

and deliver it in front of the whole class. 

 Oral presentation: during students’ performances, B just sits silently and takes notes of 

issues for feedback. 

 Feedback session: immediately after performances, B tells students about their 

achievements and what they needed to improve. 
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Below, this description will be linked to B’s PPK through the post-observation interview, which 

discussed the presentation of science projects (June 16, 2016). 

Assignment of the project: B asserts that the science project is likely to be an interesting topic for 

the children to develop. She notes the importance of learners talking about issues and topics that 

are important for them personally. 

1. B: I proposed a science project because I thought they could be interesting for them and that they 

would like it more than giving an oral exposition about something they like. 

Aim of the science project: B feels that these speaking opportunities are a chance for both the 

teacher and the learners to get a sense of progression. She seems aware that language learning 

progression is linked to learner confidence (“to see how they talk now towards the end of the 

school year: how much confidence they gained to give the oral expositions and how much 

fluency”). 

Project development: B knows that she must manage the selection of project teams. This is 

because, historically, less popular students were left out of groups. She shows that, in YL 

classrooms, where senses of self and others are emerging (Piaget, 1952), the teachers’ role is to 

support inclusivity and foster supportive classroom environments.  

6. R: and the process before this activity  who chose [[the experiment]] o how did it develop from 

the start  

7. B: I suggested the science projects and they loved it  um / I had to assign the teams because 
either they all wanted to work with the same person or they did not want to accept other 

classmates // I found myself in trouble  in fact / a girl did it alone because she had problems with 

everybody  

Teams got together at home to select the experiment, then they planned (in writing, often by 

copying) the steps to implement the experiment (which was reviewed by B) and finally, they 

performed and evaluated the experiment. 

During this process, some children took notes in Spanish and B helped them to translate them.  

12. B: what’s going on here  what does this mean / how would you say it in English  

Two of the students did not get involved enough and, consequently, they did not present the 

project, which caused B a great concern. B was very concerned about this, not because they 

would get bad grades but because she seems to detect in their attitude that they were going 

through a difficult time at home “I’m very concerned about her as a girl and as a student.” (Third 

and fourth grades post-observation, June 16, 2016). 
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Performance: the third/fourth grade generalist teacher was present to help to get the children 

organized. B called students to the front, team by team, and they presented the experiment. All 

the experiments worked well and students in the audience were invited after each presentation 

to participate in a second performance of that same experiment. During the experiments, B just 

observed and helped with organization issues (putting their ingredients on the table, cleaning up 

after performances, etc.) The atmosphere was one of excitement and satisfaction during the 

whole event. 

Feedback session: B was satisfied with most students’ work. 

33. B: well /um / I do think some of them have progressed // but others / I see a little problem / you 

know   I saw their progress from the first / yes / from the first “show and tell” up to now  I do 

see their progress in pronunciation and in how they performed it // in everything  (Third and 
fourth grades post-observation, June 16, 2016) 

Her narratives about the project revealed she accompanied the students in the process of getting 

ready for this performance. This special project was complex because it involved a long and 

careful preparation: pronunciation and structure issues, the selection of the experiment, previous 

practice and final rehearsal, as well as students’ management of stage fright in front of a bigger 

audience of peers and teachers. Nevertheless, her holistic view of teaching takes advantage of 

this kind of projects, which become a challenge for her students and an occasion of assessing both 

student’ work and her own: “I believe that there you realize if you’re doing well or, as I tell you, if I 

have to re-teach or if I retire”. 

The analysis of B’s TP showed she alternates teaching from the book to cover fully the 

institutional program with special projects meant to assess both students’ progress and her own 

teaching. Two of the main features that emerged from the analysis of her TP were that she speaks 

only English to maximize exposure (Cameron, 2001) and that she allows students to discuss the 

reading textbooks in Spanish to allow broader learning. 

6.7 What do Beatriz’s narratives reveal about her LTC and 

PPK? 

In this section, the analysis will lead to the answer of the second research question. Namely, 

through the analysis of B’s narratives about the underpinnings of her TP, the main components 

and sources of her LTC and PPK will be unveiled. 
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6.7.1 PPK about language teaching  

B’s narratives regarding the language teaching knowledge that underpins her TP will be discussed. 

Triangulation of observed practices and underlying LTC and PPK showed that B’s teaching 

methodology comprised two components: daily teaching from the textbook and students’ 

occasional performances of special projects. Namely, she alternates teaching the course program 

aided by the teacher’s textbook, special projects (about four per year) that have language practice 

and assessment purposes.  

B decided to showcase three special projects during class observations: a ‘show and tell session’ 

(performed by third and fourth graders), ‘an interview’ in which third graders interviewed sixth 

graders and a science experiment session (by third and fourth graders). During the pre- and post-

interviews about these projects, B’s narratives about her teaching objectives revealed aims that 

included: speaking practice, appropriate use of structures and pronunciation, assessment of 

student’s progress in the target language and giving them opportunities to deal with the 

discomfort about speaking in front of others. 

Observation sessions and interviews showed that on the one hand, she follows a certain teaching 

pace teaching from the textbook to comply with the school program. She tries to cover the 

eighteen units from the textbook and has students take book tests at the end of each of the five 

terms. On the other hand, she allows two- or three-weeks’ time to have students prepare and 

perform special projects.  

Oral skills practice: one of the features of B’s holistic view of EFL teaching is the importance of 

having students give oral presentations to enhance their fluency and oral practice in the TL.  

6. B: my purpose is that they know how to talk / how to use structures and complete sentences 

and that they are able to talk about different topics / in this one / the topic is “pets”  (Third 
and fourth grade pre-observation, January 21, 2016) 

In the post-observation interview about that project, she confirmed those language-oriented 

goals: 

8. B: what I expected / what I always expect is that they know how to express themselves  

always / always and that they get better  yes / that they get better  because there are 
students for whom it is harder to speak in English and others / whose English is quite fluent 

 (Third and fourth grade post-observation interview, January 29, 2016) 
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Spanglish: B’s narratives about student’s utterances in the TL hinted her view of students’ 

interlanguage (Selinker, 1972).  

8. (cont.) B: what I expect / is that they teach themselves to speak better / that they use 

structures properly because they sometimes use their Spanglish / which I don’t like  but 

with it / we get better  that is what I try to see with each “show and tell”  their progress 

/ their oral expression  (Third and fourth grade post-observation, January 29, 2016) 

On the one hand, her comment reflects her recognition of Spanish features in students’ 

utterances and, on the other hand, her belief that language mistakes and ‘Spanglish’ are parts of 

the EFL learning process. 

B also referred to the transference of Spanish linguistic features into children’s writing in the TL. 

During the previous sessions to the oral performances, students bring the written texts of what 

they are planning to say for B to check and correct: 

17. B: all of them / they had the idea some / had the correct structures  others / it was like 

they used Spanglish  hence / I asked them // what do you want to tell me here and so they 

told me / “This and this.” I replied / how about saying that in this way  [[She pretends 

again to be the student.]] “Oh / yes  I think you’re right ”(Third grade pre-observation, 
January 21, 2016) 

Assessing student’s progress and her own teaching: in B’s view, daily work in the classroom does 

not allow for a more extensive assessment of students’ progress and that is why she organizes 

projects where students can display their pronunciation and ability to utter complete sentences 

using the right structures. B uses these activities as formative assessment so, if the students do 

not use structures correctly, she revises the structures and vocabulary she taught. For example, 

after the second special project in which third graders interviewed sixth graders, she had students 

read their interviews one by one as an occasion to give them feedback. 

Special projects are useful to see students’ achievement in the target language and, in her view, 

students’ performance in the TL can also indicate if “she’s failing” and needs to review certain 

topics with the students.  

A third feature of her PPK about assessment is that special projects allow her to see students’ 

progress along the school year: 

1. B: I wanted to see /more than anything else / how well they did when they started giving 
oral presentations and to compare those with the ones today / when it is almost the end of 
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the school year / to see how much / how much confidence they gained / how much fluency 

 (Post-observation third and fourth grade, June 16, 2016) 

Stage fright: another relevant feature of the previous excerpt is B’s reference to overcoming the 

discomfort of speaking in front of others. Her holistic view of students is not only focused on EFL 

practice and performance, it is as well aimed at dealing with more personal challenges such as 

standing up to explain something in front of peers, in front of older children (the second special 

project) or in front of a bigger audience (third project) that comprised other grades and an 

external observer: the researcher. 

9. B: I want to see if they overcome the fear of speaking in public / and if they are using the 
things [[she meant the things they have seen in the course.]] (Third and fourth grade Pre-
observation, January 21, 2016) 

The topic of the researcher as an external observer was not trivial as the next excerpt shows. 

21. R: do they know I’ll be observing the class  

22. B: yes / I told them it’s ok / [[jokingly]] that you won’t kidnap them  “you don’t need to 

look at her  pretend she’s not there ” I told them not to get nervous // it’s good they are 

taking it this way  it’s just one more class  you don’t need to look at the miss  it’s just 

another class  (Third and fourth grade Pre-observation, January 21, 2016) 

B’s narrative seems to hint that her knowledge of her students let her foresee a certain 

uneasiness regarding having an adult observer in their class when they had to showcase their 

work orally and in English. To minimise the tension, she advised them to pretend I was not there 

and that it was just another class. I must admit I was surprised by her reference to ‘kidnapping’ in 

that context. By reflecting on the event, I interpreted that word selection as a reference to the 

constant tension children are subject to regarding ‘strangers’ in this dangerous city. Hence, her 

aim was to highlight that this adult’s presence would only provoke a feeling of discomfort that 

could be dismissed but pretending her absence. 

Stories of students: B’s narratives very often referred to students’ stories. They are stories of their 

development, learning styles, positive or negative changes, etc. 

86. B: with Eduardo / there we go too  I’m having him work little by little because he doesn’t 

show much interest either  but again / there I go / trying to see how I can get to him  

because / he does not get motivated by illustrations / nor by written or speaking tasks  but 

there I go  / struggling with him  (Third and fourth grade post-observation, January 29, 
2016) 
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Her narratives show several aspects of her TP. Firstly, they denote the personal engagement she 

has with each child and her interest in responding to their specific needs and learning styles. The 

latter usually translates in adjusting her practice to fit individual students, for example, by 

presenting the grammar through formulae or adding nice illustrations on the board. Secondly, 

they show that her engagement with her students goes beyond EFL issues to a more holistic 

education that attends to their general well-being and development: 

117.  B: who Dalia  about Dalia / well / about Dalia / I have to say that in third / she worked 

harder  I feel that now / her performance is much lower  I don’t know if something is 

going on / um / [R: I see  ] but / yes / I’ve already spoken to her   have you noticed  also 

/ fifth graders and sixth graders come to me  they trust me  and so / that’s what I’m 

trying to do with Dalia   so / she can tell me what’s going on  because it takes her a long 

time to work in class   she’s not trying  (Third and fourth grade post-observation, January 
29, 2016) 

She continues her narrative by telling me that perhaps the girl is in love and how she talked to her 

about the importance of being focused on her studies now that she is so young.  

A learning community: in line with her protective profile and her interest in students’ well-being, 
B’s determination to build a learning community wherein they respect each other and where they 
are free to express their feelings emerged in the two classroom observation sessions where they 
worked from the textbook. The following excerpt illustrates this issue. 

Excerpt 1 

1. B: Remember, what have we just talked about? 
2. Ss.: About respecting others. 
3. B: I tell them about respect, that we have to respect others, Miss; you know, because they 

are not being good at it. (Fourth grade class observation, January 21, 2016) 

Excerpt 2 

203.  S1: Miss, the thing is Manuela scares us: that there will be an earthquake in thirty years; 
that there is a fish in the sea that if it touches you, you die. 

204.  S2: That there will be a hurricane and I don’t know what other horrible things. 
205. B: Ok. 
206.  S3: That what happened with the 1985 earthquake will happen again. 
207.  S4: and even stronger... 
208. B: Ok. 
209. S2: That’s how Manuela scared us. 
210. B: We have already talked over this: yes or no? 
211.  S3: Yes, but she scared us all. 
212. Manuela: And you scared me as well. 
213. B: Ok, Manuela, let’s continue. 
214.  S3: But that is true but not what you said about the earthquake. 
215. Manuela: (unintelligible) 
216. B: Do you remember our last unit? 
217. Ss.: Yes. 
218. B: We talked about the earthquakes and tsunamis and tornados. Yes or not? Did we talk 

about that? And how can you know about an earthquake? [[She means earthquakes cannot 
be predicted]] 
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219.  S3: No. (Fourth grade observation, June 23, 2016)  

The warm relationship the children have with B favours the discussion of personal topics such as 

the fear they experience when one of the students tells them stories about scary natural 

phenomena that could hurt them. This quotation shows that they have gone over those topics on 

more than one occasion. It should be recalled that, on the one hand, earthquakes are something 

all inhabitants of Mexico City had to deal with at a personal level because of their frequency. On 

the other hand, the textbook had a unit about natural phenomena that had also aroused fears in 

them. Besides, it shows that B has convincing arguments to calm them down and that she takes 

advantage of this whole group interaction to address them in English and to deliver her EFL class. 

6.7.2 Images 

As in the previous chapter, ‘image’ is another theoretical feature of PPK that will be analysed to 

answer the first research question. Towards the end of data collection, besides attending the 

prime goal of this study, i.e. exploring the underpinnings of the participants’ TP, I was interested 

in verifying which of the PPK constructs emerged from the data. I was able to observe that the 

construct ‘image’ emerged naturally from B’s narratives when she referred to herself as “mother 

hen” to describe the kind of relationship she builds with her students. As a reminder to the 

reader, the construct image (section 4.5.4) can refer to the portrait practitioners create to express 

essential features of their work. In the literature about teaching EFL to YL learners, this is an under 

researched topic that has been identified as a means to study teacher identity and teacher’s work 

(Nguyen, 2016; Nikolov & Djigunovic, 2011). 

 In this line of thought, B seems to find appropriate the common phrase ‘mother hen’ to describe 

the underpinnings of her TP. The implications of that denomination are, in the first place, her 

interest in students’ overall well-being. The second implication is the kind of close, trustworthy 

relationship she tries to build with each student and, thirdly, B’s determination to build and 

maintain a warm and happy atmosphere in the classroom. 

The next excerpt illustrates B’s protector image by describing the tension and expectancy she 

experienced before the ‘Show and tell’ sessions. 

19. B: in third grade / really / there were children that surprised me  I used to think  “no / he 

will not be able to do it   they won’t learn it  they’ll get nervous  because a stranger’s 

presence may intimidate them  there were children / from which I expected more / but 

they did not give me all they could  but all in all / I felt well / happy  I felt well / because 

most of them did it well  I’m telling you this as “mother hen”   it was better than what I 

expected  (Third and fourth grade post-observation interview, January 29, 2016) 
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Another feature of her motherly attitude is that very often, she uses datives that express a 

personal implication which in Spanish grammar are called ‘dativo de interés’. This particular use of 

the dative is often used by mothers of very young children in expressions such as: Mi niña no me 

comió nada en dos días. (My girl has not eaten -for me- for two days.) which expresses the pain 

the mother can go through when her child does not eat (for example, due to a health problem). 

It seems that B feels that kind of personal implication regarding her students. B also uses this 

feature when she describes her students’ use of language features or when she narrates stories 

about them. The next two quotes came up in the post observation interview about students’ 

performance of the ‘show and tell session’ (January 29, 2016) and when she described the case of 

a very shy student. Quotes are in Spanish to show the use of the dative and the English 

translations are provided as well. 

Excerpt 1 

25. B: Sí, la mayoría me usó bien las estructuras, pero les falló mucho algún tipo de 
pronunciación.  

Translation 

25. B: Yeah, most of them used (for me) the structures well, but they made some pronunciation 

mistakes. 

Excerpt 2 

97. B: (describing a student) Porque cuando yo veía que no se me animaba a leer (le decía): 
“Lee” o se me salía al baño o era chillar. 

Translation 

97. Because when I saw that he wouldn´t dare read (for me), I would tell him: “Read.” and so he 
would stand up or rush (for me) to the restroom or start to cry. 
 

The third and last feature of her image of a protector is that she often calls them “mi niño” (my 

boy) or “mi niña” (my girl), which is a usual term Mexican mums use to refer to their own 

children. These excerpts exemplify this feature. They occurred right at the end of fourth graders’ 

performances of ‘Show and tell’. B, who usually speaks only English in her classes, starts speaking 

English and then turns into Spanish to comfort students after the tension they felt during their 

oral presentations. Translations are offered between brackets. 

45. B: Ok. The expositions were excellent.  Thank you, my kids. [[She claps and they all clap.]] 
46. R: I’m impressed. Very good. All of you. 
47. S1: Ya pasó, Manuela, ya pasó. [=It’s over, Manuela, it’s over.] 
48. S2: Me tardé mucho. (= I took too long in the “show and tell”.] 
49. B: No pasa nada, mi niño. [=It’s ok, son]. 

(Fourth grade class Observation, January 21, 2016) 



Chapter 6 

142 

Before giving students feedback about their EFL performance, B listens to how they felt during the 

performance, congratulates them for their effort and gives them emotional support. All the above 

shows her ego-investment in students’ success. Her motherly self-image as a teacher shows not 

only her involvement in students’ learning processes but also in their holistic well-being.  

It is relevant to state that the metaphor of “mothers” has also been reported by YL EFL teachers 

from Vietnam in Nguyen (2016). In her article, it is stated that YL teachers are aware of YL 

developmental stages. Hence, it is crucial that kindergarten and primary teachers show affection 

and take special care of students because they are aware of YL’s ’immaturity to control their 

emotions or to be responsible for their behavior. 

To conclude this section, it can be stated that B’s narratives revealed important features of her 

PPK. Her holistic approach to teaching EFL seems to subsume students’ individual learning needs 

and characteristics, as well as the development of a teaching method that allows her to comply 

with the institutional mandates about the EFL program while following her personal philosophy.  

6.7.3 Professional knowledge landscape (PKL) 

 B was well positioned in the out-of-classroom space. I could observe that different members of 

the school community had a good relationship with her. To start with, some of the primary 

generalists looked for her to chat during recesses and entrance time. Secondly, students’ stories 

about B were about her ability to listen to them. I could witness how her students and ex-

students approached to consult her or tell her something about themselves. Thirdly, some 

parents hired her to take their children home after class. This paid service to the school 

community showed that parents trusted her. 

This favourable position she has among the school community members allowed her to do things 

other teachers would not dare do, such as to take her students to the yard during class hours or 

to sell cookies to the staff and students during recesses.  

Unlike G, B did not complain about institutional or SEP mandates; she seemed to comply with 

them simply. 

For all the above, I interpreted B’s position in the PKL as positive because she seemed to be in 

control of her life there. However, as will be seen in the next section, her agency did not emerge 

in her professional sphere; she just restricted herself to comply with institutional constraints such 

as with SEP regulations and with covering the whole book. 
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6.8 What are the main tensions between Beatriz’s PPK and 

her actual teaching practices? 

B’s narratives and practice seem to show that she manages the conditions for learning without 

facing many methodological dilemmas. She seems to be satisfied both with the textbook and with 

her system of assessing students and her own teaching periodically with the special projects she 

assigns them. However, like G, she feels much pressure about finishing the textbooks during the 

school year. She was in a dilemma and her decision was to avoid parents and heads’ complaints, 

but, at the same time, she felt displeasure to see students demotivated to complete the books in 

a rush and without her usual pacing and support.  

Another source of tension for B had to do with groups interaction which sometimes was a bit 

rough or disrespectful, as it showed for example, when some students found difficulties in 

forming teams for the science projects. The third source of tension was shown through her 

motherly preoccupation when students’ attitudes show demotivation or a change of behaviour 

that gets to worry her (see section 6.7.1). 

6.9 Conclusion 

As the development of this chapter showed, B’s LTC and PPK are pictured in the maternal role she 

lives in her classroom, in the special relationship she builds with each child and in her readiness to 

listen to their comments and occurrences. It also shows in the methodology she develops to 

supervise their EFL learning and, more importantly, their holistic well-being. A distinctive note of 

her CIC is that, in the interactive space she creates, students find room to express their feelings 

and their childlike chitchat. Last, data analysis showed that she adjusts her teaching to her 

students’ learning styles, personalities and learning needs while trying to build an environment of 

respect. 
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 Natasha (N) 

This chapter has the purpose of answering the three research questions of the study by analysing 

the case of Natasha (henceforth, N), the fifth and sixth grade EFL teacher of Moderate School. The 

analysis procedure will be the same as the one applied in the two previous chapters.  

7.1 Natasha’s data 

Table 13: Natasha’s data 

PROFESSIONAL 
PROFILE 

INTERVIEW 

 Length (10’)  

Date: APRIL 16, 2016 

*Towards the end of data collection 
information related to her teacher education 
and professional life was collected in an 
additional interview (June 29, 2017). 

TOPICS: personal history (English 
learning, teacher education and 
experience) 

SET 1 

 

PRE-OBSERVATION (4’) March 16, 2016  

OBSERVATION (26’) March 16, 2016 

POST-OBSERVATION: (24’) March 16, 2016 

Field notes of observation. 

 SIXTH GRADE  

A contest to review passive and active 
voice and to recycle different EFL 
contexts 

 

SET 2 PRE-OBSERVATION (8’ 50’’) April 20, 2016 

OBSERVATION (35’27’’) April 20, 2016 

POST-OBSERVATION (22’ 52’’) 

 Field notes of observation. 

FIFTH GRADE  

A contest to recycle the content they 
studied that term  

SET 3 OBSERVATION (44’4’’) June 16, 2016 

POST-OBSERVATION (8’ 38’’) June 16, 2016 

Field notes of observation. 

SIXTH GRADE  

A reading-comprehension session from 
the textbook. 

SET4 OBSERVATION (23’) June 22, 2016 

POST-OBSERVATION (40’44’’) June 22, 2016  

Field notes of observation. 

SIXTH GRADE  

A contest to recycle the contents 
studied in that term. 

 

SET 5 OBSERVATION (55’29’’) June 20, 2017 

Field notes of observation. 

SIXTH GRADE 

An average complete class 

FINAL 
INTERVIEW 

March 7, 2017 TOPICS: primary school EFL teaching 
and learning  

INTERVIEW 
ABOUT THE 

COURSE 
TEXTBOOK 

*There was not a separate interview about the 
textbook because she addressed this topic in 
three other interviews (Professional profile 
interview, last interview, and the one on June 
19, 2017) 
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SECOND 
INTERVIEW 
ABOUT HER 

PROFESSIONAL 
PROFILE 

June 29, 2017 (10’) TOPICS: her teacher education, the 
school textbook, students’ profiles and 
her image of teaching 

Other data. Scope and content from fifth and sixth 
textbooks and exercises from the textbooks 
related to the observation sessions. 

 

 

7.2 N’s profile 

In the interviews about her professional profile (April 19, 2016 and June 29, 2017), I learned about 

N’s history as an English learner, her teacher education and her teaching experience. 

 N learned English in a bilingual primary school. In the English lessons she studied the same 

contents she studied in the Spanish lessons. N stated she liked them a lot because they were 

challenging. Then, during her last year of high-school, she studied English for a year in a private 

language school and took the First Certificate in English (a Cambridge exam). Right when she 

finished high-school, one of her teachers invited her to be her assistant in a private language 

school. There, this teacher acted as a mentor who taught N a teaching methodology developed by 

her and that was applied in her English classes to children.  

N’s describes that methodology as a sequence of about thirty short class activities (about two 

minutes long, each) that were already planned, consisting of questions, songs and games.  

1. N: If / for example / we started at 5:00 / I knew that from 5:00 to 5:03 I greeted them / um / we 
reviewed the previous class vocabulary with movements / not translating but with movements or 

flashcards / and the previous class questions  for example / “how did you get here / how did 

you get here”  then / we sang it like this / “I came by car /by car/ by car “ so they went like / 

“OH / singing is so much fun “  as if they were not aware of their learning // or they didn’t suffer 

it  

2. R: I see  
3. N: then / the approach was questions / but they were immersed in songs and they were part of the 

vocabulary and it was thematic as well // I would stop practicing with them when I perceived that 

each of them answered my “how did you come here  by answering / “I came here by car ” and 

then we continued with a new song  did I answer your question  
(Interview, April 19, 2016) 

Her description resonates with the audiolingual methodology applied through games, songs and 
questions. Regarding how she learned to teach she said: 

42. R: the teacher who taught you how to teach  / you just mentioned something about the 

development of neurons  did she ask you to read about certain topics or she just told you about 

them   
43. N: yes / every / everything / it was a lot what she transmitted to me / because I started working as 

her assistant  I was like her echo // like her echo I helped students to complete all the activities  
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I learn by imitating her but then / she told me why things had to be done in that way  (Interview 
June 29, 2017). 

It seems she learned to teach by being immersed in her mentor’s teaching methodology in 

practice. She first learned the practice and, later on, she was taught some underlying guidelines of 

that methodology. As will be seen in this chapter, during interviews and observation sessions, I 

noticed she did not have explicit knowledge to verbalize about language acquisition or 

pedagogical concepts but she applied procedures with her students in a way that resonated with 

concepts such as ‘scaffolding’, ‘inclusion’, ‘motivation’.  

7.3 N’s classrooms 

N was in charge of teaching EFL in fifth and sixth grades. During the two school years of data 

collection, her classroom sizes varied according to the number of students she had. For example, 

in the school year (2016-2017), one of her groups had five students and the other fifteen. Hence, 

she got a small and a big classroom. The small one had enough room for the students’ seats, N’s 

small desk and a bookshelf. It got light from a high window looking into the street. N commented 

in a conversation that her group seemed to find this small space ‘cozy’ because when they had 

chances of spending time in bigger rooms or in the yard, they would rather stay in their 

classroom. 

N's bigger classroom was recently built. It has a big window that overlooks the schoolyard. The 

windows have no curtains, hence during kindergarten and secondary groups’ recesses, N's 

students could easily get distracted by the noise and the activities of the children that play 

outside. 

During the school year 2015-2016, there were eleven students (ten boys and one girl) in sixth 

grade and ten in fifth grade (six girls and five boys). The following school year she had fifteen 

students in sixth grade (eight girls and seven boys) and five students in fifth (three boys and two 

girls). She describes her groups as ‘multilevel’ because while some students have a quite 

advanced level (they can speak about daily topics), there are also students with a lower level 

“because they have just come to this school or maybe because they have not been stimulated 

before or, I don’t know, they know less or they feel they have less capacity…” (Interview, June 29, 

2017)  

If there is something peculiar to N's classroom is that the environment is quite lively; students 

often work individually or in small groups, at their own pace.  
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7.4 N’s relationship with the researcher 

I met Natasha three months later than when I gained entry to the research field. She was new to 

the school. She was hired because the previous 5th and 6th grade EFL previous teacher had left.  

When I invited her to be a participant of this study (the same way I had done with the other 

participants), N accepted firmly. I explained to her it was not compulsory and that she could leave 

the project any time if she decided to, but she confirmed she would participate.  

I felt she accepted right away because she was empathetic with my interest in doing the study. In 

addition, I noticed that differently from the other two participants, who seemed nervous about 

participating in the study, she looked calm.  

Schedules were easy with N because she would tell me clearly which week, day and time I could 

observe her classes. In regards to our time together in the research field, it seemed that N had 

decided to show me the way she worked and was open to all my questions during the pre- and 

post-interviews. Looking back, I interpreted her attitude as a result of her confidence as an EFL 

professional. 

To conclude this section, I want to state that I felt our relationship was simple and straightforward 

and that we enjoyed our mutual company.  

7.5 Research questions  

Research question 1 

What kinds of Research teaching practices are observed in Natasha’s EFL lessons?  

Research question 2 

What do Natasha’s narratives about the underpinnings of her practice reveal about her Language 

Teacher Cognition and Personal Practical Knowledge? 

Research question 3  

What are the main tensions between Natasha’s PPK and her actual teaching practices? 

7.6 What kinds of teaching practices are observed in 

Natasha’s EFL lessons? 

In this section, N’s teaching practice will be described as a result of the triangulation of the six sets 

of data observation, the researcher’s field notes and observation records. For clarity, firstly, the 
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course program, the course teaching materials and N’s planning will be described. Secondly, N’ s 

teaching methodology to deliver the EFL course in fifth and sixth grade will be explored. 

As in the previous two chapters, this section starts with an overview of the institutional 

components of the EFL course by addressing the school program and the teaching materials. 

Secondly, the pedagogical issues that emerged from her narratives about her TP will be dealt 

with. 

7.6.1 Institutional components and PPK 

Teaching materials and planning: N teaches the course program by covering unit by unit from the 

set of teaching materials selected by the school (Oxford Discover, first edition). She uses Book five 

with fifth grade and Book six with sixth grade which were designed by Kenna Bourke. 

As G and B, she plans her work form the teachers’ edition of this series. N is aware that she will 

not cover the whole book during the school year because the pace of teaching would not allow it. 

In the next quotation, she explains the number of units she can cover with each group every two 

months (a term): 

16 N: two units every two months  I think that is ok  obviously / I will not get to unit eighteen  but I 

don't think it is convenient to advance more / because the vocabulary is // is not so practical for them  the 

one we saw today is practical and they do understand / mountain /mountain range / peak  yes / regarding 

six graders / they can take more /  with them /  I'm  covering three units every two months   
(Fifth grade post-observation interview, June 22, 2016). 

As explained above (section 2.7.1), book completion is linked to parents and heads’ demand to 

have students finish the books because they are very expensive. Book completion seems not to be 

related to continuity in learning. I interpreted this fact as the result of two contextual factors: 1. 

the school does not have an English coordinator to supervise continuity in learning; 2. EFL primary 

teachers work autonomously and are not used nor inclined to coordinate their work with their EFL 

colleagues.  

7.6.2 Observation of teaching practices (TP) 

N’s narratives show her teaching method has two main components: the textbook, to cover the 

institutional program and give input to students and a recycling ‘tactic’ applied to have students 

refine and practice what they learn: classroom contests. In addition, it was observed that during 

her second school-year at Moderate School, N developed a set of routines that included different 

kinds of activities such as the implementation of daily 30-minute reading sessions, brief sessions 

for writing cards to a ‘secret friend’ that would be met in class after some days, and art sessions 
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students had to listen to brief narrations and represent them with play dough figures. In this 

section, the analysis of N’s practices that have been observed will be presented. 

Use of L1 and TL in the classroom: N speaks English almost all the time to give them opportunities 

to get immersed in the target language but while she does, she is attentive to students’ behaviour 

to see if they understand. Hence, at times, Spanish becomes her tool to aid comprehension. 

The following excerpt, which emerged in the stimulated recall session about a reading 

comprehension exercise from the textbook, illustrates her use of both languages. 

19. R: [[N listens to a brief section of the class recording]] there / for example / do you see you’re 

translating  [ um] / what’s your aim there  is it what you said before  
20. N: in that case is that I see their little faces that look blank [ ah /ok / ok ] I mean / right in that 

occasion / I see they’re not getting it / like it doesn’t go through // it’s something like very / I mean 

it’s still [R: abstract] very abstract for them  

21. R: I thought that even in Spanish  

22. N: exactly  
23. R: when I listened to this recording // tool /device/ belief / culture / [yes] perhaps / they’re just 

starting to learn these words /right  
24. N: it’s something they don’t even use in Spanish [[N plays the recording to continue listening. 

In the audio, she explains the word “tool”]] 

25. R: and for example / here you’re explaining / right   in many different ways, you’re like expanding 

the idea more and more  what was your objective  why are you doing it in English    

26. N: um / well / for them to have more opportunities of of getting immersed in the language  I 
mean / I do not ask them for perfection / just / their attention to improve a little more / a little 

more  
(Fifth grade post-observation interview, April 20, 2016) 

Another feature of her use of L1 and TL that emerged in this post-observation  was that she had 

tried for some time to have students speak only English and that “if you speak Spanish, I’ll take 

away points”, but once she realized they were getting the habit of speaking in English, she 

stopped being so strict. Firstly, because she considered that it is better that they speak in English 

spontaneously, and not just because they are having points taken away. Secondly, because 

applying the points system would have implied interrupting the class when “the topic you’re 

discussing is more important and [[hence]] you don’t interrupt the class to take away points.”  

Nuanced instructions: N challenges students’ English comprehension skills when giving the 

instructions for different oral tasks. I observed a wide range of instructions in contest sessions and 

that, while she says them, students are keen to understand them. The next excerpt illustrates this 

TP. Its context was that N was explaining that they have contests every day about different topics. 

66. N: I try to ask different things   yesterday / I asked things like “mention soccer teams / as many as 

you remember”  it is not really vocabulary practice but I want to see if they understand my 

instruction  it’s like I took that phrase out of context and [[she pretends she is a student, trying to 

understand the question]]: “soccer teams / what  soccer teams  let’s see Real Madrid  
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67. R: I see / as if you were trying to move their focus from the textbook so English gets more real / 

right  

68. N: yes / for them to understand what I’m asking them  it’s very specific / that they understand 

what I’m asking them  I try not to translate those phrases when I believe something is an 

obstacle to their understanding / I tell them in Spanish  there is no need to confuse them more  
(Sixth grade post-observation interview, March 16, 2016) 

Asking about the name of soccer teams or other unexpected topics is an occasion for her students 

to concentrate on understanding instructions in English.  

Besides, this is another example of her selective use of the TL or L1 based on pedagogical reasons: 

she explained above that she did not translate her instruction because she expected students to 

take the time to process and understand it but, on other occasions, she speaks the students’ 

mother tongue to clarify contents and avoid confusion. 

Contests: in this sub-section about observed TP, the managerial aspects and CIC features of 

contests will be described.  It is worth stating here that the pedagogical underpinnings of contests 

will be dealt with more deeply in section 7.7.1. 

Contests start with N dividing the class into two teams: 

12. I try not to move them from their usual assigned seats  I simply draw a line that divides the class 

into two / and have one team on one side and the other team on the other side  clearly / I do 

consider the fact that if two children need more help / each of them will be assigned to a different 

team  (Sixth grade post-observation interview, March 16, 2016) 

As this quote shows, N tries to select teams that are balanced in terms of students’ skills and EFL 

knowledge and that is why teams usually end the game with similar scores. She explains that this 

TP tries to avoid students thinking: “If the other team always wins what’s the point of making an 

effort?” On the contrary, she wants “them to know that they can do it and that each point is an 

achievement”. (Sixth Pre-observation, March 16, 2016) 

Gradual progression of tasks: N starts with simpler exercises students have already done in the 

book and little by little increases the level of difficulty. In certain initial rounds, students may be 

allowed to check book exercises while participating while in later rounds books must be closed 

There are also tasks that are not related to the book contents at all (see Appendix B.3 for activities 

done in a contest session.) Contest tasks seem to incite students to concentrate to perform well 

and to work collaboratively while N monitors and scaffolds their performances. 
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Interactive analysis of contest sessions: in the remainder of this section, N's contests will be 

analysed by applying the theoretical framework about TP: Fierro (2016), Fierro et al. (1999), 

Fourtoul Olivier and Fierro Evans (2016) and Walsh (2011, 2012).  As G', N applied elicitation 

techniques (strategies to get students to respond) (Walsh 2011) with different aims: checking 

understanding, promoting peer teaching, practicing listening skills, vocabulary and grammar and 

assessing students.  

In this excerpt, they were about to review a grammar topic N has previously taught from the 

textbook: active and passive sentences. As an introduction to the excerpt of the contest, the next 

two quotes show N’s aims and expectations for this contest: 

Excerpt 1 

12. N: well / I expect that although it is not a big group / some have already understood and others 

haven’t  hence / I expect that the ones who haven’t understood / get it a little better  like “ah / I 

finally got it  during the three previous lessons / I didn't understand but now / I do " 
consequently / I want to reach those ones / review the topic / and that the ones who already 

understood it / feel more certainty about using the right tenses  (Pre-observation interview, 
March 16, 2016). 

Excerpt 2 

4. N: (…) it is something we have already seen / but I need to recycle it so they can integrate it into 

the way they talk  and in this case / it is a little bit complicated that they know how to use the 

correct tense and well / playing seems to me the best option so they do not get stressed  (Pre-
observation interview, March 16, 2016). 

As will be seen below, during the contest, N’s CIC (Walsh, 2011) shows her use of the managerial 

mode (used to introduce activities), materials mode (to review textbook content) and the skills 

and system mode (meant to enable learners to produce correct forms, manipulate the TL and 

practice). 

In the first quote below, N speaks English most of the time. She starts the contest by checking if 

they can distinguish active from passive sentences and asking them the meaning of ‘passive 

sentence’. Then she recasts a student's answer to clarify it and, next, she asks students to provide 

a sentence in the passive voice in L1 to check if they understood the structure. Her aim of 

reaching students who had not understood this topic and of having the whole group review it 

seems evident. Moreover, her repetitions show how she tries to provide interactional space by 

having students focus and process her requests.  

Excerpt 1  

(*Note: the translation of phrases in Spanish will be provided between square brackets after an 

equals sign.) 
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11. N: in simple words, in simple words.  Who can tell me if this [[she writes this sentence on the 
blackboard: “The pizza has been delivered.”]] is passive, is passive or active? [[some children are 
discussing it among themselves]] passive or active, but first, in simple words how would you 
describe “passive”? 

12. S: Esperen no sabemos quién lo dijo.  Es que la acción es obvia. Podemos saber quién hizo la acción 
porque es obvia. [=Wait, we don’t know who said that. It means the action is …obvious. We can 
know who did that action because it is obvious.] 

13. N: Es obvia por quien la hizo. Algunas veces se mencionará y algunas veces. No. ¿Me puedes dar un 
ejemplo en español?  [=It is obvious due to who did. It sometimes will be mentioned and 
sometimes it will not. Can you give me an example in Spanish?] (Sixth grade Observation, March 
16, 2016) 

In the next quote, N uses the managerial mode to signal the transition from the previous 

explanations (Excerpt 1) to the first contest round by saying “OK, now we start…” and by saying 

who will compete first. She calls two SEND students who usually need special attention and extra 

support to follow the English and Spanish classes. I interpreted her selection of these participants 

in light of her narrated TP of setting a fair competition because she knows they can compete well 

against each other. 

N modifies her speech (repetitions) to aid students’ comprehension. Then, when Noé shows 

uncertainty, she helps him by repeating the phrase one more time. Although the children spotted 

that Manuel has already written the right answer, N ignores them and remains focused on 

clarifying the exercise by asking students to translate the phrase into Spanish. Last, she checks if 

students noticed that the agent is not relevant in passive sentences and finally, announces who 

got the points. 

Excerpt 2 

20. N: (…) Ok. Now we start with Manuel and Noé. Come to the front. You’re going to write if it’s 
passive or active, of the sentence I’m going to write. Ok. “The flights have been booked.” The 
flights have been booked. [[One of these students shows with his facial expression he does not 
understand.]] 

21. Manuel: I have finished. 
22. Noé: I have finished. But this is not… [[It seems he does not understand something.]] 
23. N: Ok. I’m going to repeat: The flights have been booked.  
24. Manuel: Va así. 
25. S: Bien, Manueli! [= Well done, Manueli!] 
26. N: The flights, what are “flights”? 
27. Ss: los vuelos. [= the flights] 
28. Noé: han sido, han sido reservados. [=Han sido reservados.] 
29. N: Reservados, entonces, ¿Qué es más importante: quién lo reservó o en sí los vuelos? [=“booked”, 

hence, what is more important: who booked them or the flights themselves?] 
30. Ss: Los vuelos. [=The flights.] 
31. N: Los vuelos.[=The flights.] Then, it’s passive. OK, one point… no, two points for your team. OK. 

Very good. 
32. Ss: Me, me, me, me, me. 
33. N: Next person. 
34. Ss: me, me, me, me. 

(Sixth grade class observation, March 16, 2016) 
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This excerpt illustrates how N manages the conditions for learning. She double-checked students’ 

understanding of concepts by explaining ‘passive voice’ and by applying that concept in their 

mother tongue. Secondly, she spoke in English except when she aimed at aiding students’ 

reflection on the concept of passive voice. Then, she allowed L1 in students’ interaction among 

themselves and when processing concepts, but when they were participating in contests, they 

tacitly understood that English was required: 

14. N: of course / when it is a game / they have to try to do everything that is related to the game / in 

English  because / in the end / it’s like real life  it’s real life / hence / I expect that they can 

communicate among themselves // [[she imitates students’ discussions]] “use this / mention that / 

consider this ” / in English  (Sixth grade pre-observation interview, March 16, 2016) 

Last, the TP N applied to be sure students would be able to handle this first contest activity seems 

to be an example of the awareness of ‘language demands’ YL teachers need to develop when 

proposing tasks to students (Cameron, 2001: 21-28). Namely, N checked f students possessed 

knowledge about how to distinguish active and passive sentences. 

Points are assigned after each competitive task under a correctness criterion, nuanced by a 

qualitative view on students’ effort and backgrounds (individual’s capacity, the way they usually 

perform activities, previous knowledge), which in the literature is referred to as ‘ipsative 

assessment’. More precisely, N’s application of an ipsative assessment implies evaluating a 

students’ performances in an educational event by comparing these with their former 

performances resulting in a descriptor expressed in terms of their ‘personal best’ (Isaacs, Zara, 

Graham, Coobs Smith, 2013). The next quotation illustrates this kind of assessment:  

75. I try to communicate that we’re here to learn [R: I see ]  maybe / some know more than others / 

but each one can perform at his or her level  they know I give them points according to their 

effort  (Sixth-grade post-observation interview, March 16, 2016) 

Her focus on students’ learning implies being attentive to affective factors that could impact on 

their learning such as less knowledgeable students comparing themselves with more 

knowledgeable students. 

Contests as a tool for recycling EFL contents: N considers that fifth and sixth graders have some 

EFL passive knowledge they need to revisit to learn how to use and incorporate those contents 

into their language repertoire.  

4. N: um / now / we’re finishing the term  hence / now / with fifth graders / I'm doing a review of 

contents  in a two-month term / many themes / many new words / many themes  so just right 
now / before the exam / well /we're having it next week / it is a good time to do a mega-review by 

doing a contest // two teams competing for points  (Fifth grade pre-observation, April 20, 2016) 
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Rumley (1999), when referring specifically to the use of songs and games in YL classrooms, argues 

that they are an occasion for repetition that can lead to learning and give excellent opportunities 

for learning.  Addressing previous knowledge in daily contests seems N’s strategy to have students 

recycle topics. Besides, contests provide a scaffold where nuanced instructions and a variety of 

activities on newer and older topics are practiced. Repetition leads to familiarity and security 

which increases motivation (Pinter, 2006). 

Contests as motivation enhancers in a supportive environment: N describes them as “little 

competitions not meant to generate negative feelings about others but to realize that you can 

listen to others and say: if he could, I can do it or this time he got the point but next time, I will.” 

(Final interview, March 17, 2017) 

It is a common advice to novice YL teachers to avoid competition in YL classrooms (Scott an 

Ytreberg, 1990: 6) because children get so excited that they may feel hurt or angry when they 

lose. However, N’s contests did not seem to have those negative effects because N managed 

them fairly and as tool for camaraderie. One could imagine while observing her contests that they 

were the result of many previous rehearsals and hardworking within the group towards becoming 

a learning community.  

The previous quote also indicates that contests can help students learn to listen to classmates’ 

performances by overcoming the discomfort a competition can involve. It seems important to 

underline N’s determination and engagement with students as key to setting an environment in 

which contests can become a personal challenge and not a cause of discouragement. 

The next two excerpts illustrate N's beliefs about how collaborative competitive work can help 

students remember and refine the contents they have studied in class. 

86. N: then [[contests]] are a competition but they also imply a personal achievement and a team 

achievement  I believe that is very important  that they know that they can do it / that they can 

/ and that little mistakes do not matter  it’s just a point you lose  keep going  continue / 

continue / continue and have an attitude of camaraderie with your own team  hence / I try that 

there is not // that // I try to emphasize that the environment be good  I don’t say it / I show it 

with my attitude  for example / no mocking / no mocking  and it seems they got it  (Sixth 
grade post-observation interview, March 16, 2016) 

 

8. N: hence / they don’t get stressed and what I allow in this game is that if a student doesn’t know 
[[the answer]] or is hesitating / it’s like a learning [[process]] that takes place at that moment / 

they help each other / and it’s like they review the contents collaboratively  (Sixth grade pre-
observation interview, March 16, 2016). 

 



Chapter 7 

156 

It seems N pursues her pedagogical aim of reviewing and recycling EFL content through oral skills 

practice following a ludic approach in which her interactive control of the classroom maintains 

competition within an emotionally healthy environment. In this community of learning, contests 

seem to be key to collaborative learning and peer teaching. 

9. N: hence / they don’t get stressed and what I allow in this game is that if a student doesn’t know 
[[the answer]] or is hesitating / it’s like a learning [[process]] that takes place at that moment / 

they help each other / and it’s like they review the contents collaboratively  (Sixth grade pre-
observation interview, March 16, 2016). 

7.6.3 An observation of teaching practices when using the 

textbook 

In order to follow the same structure of the two previous analysis chapters, a textbook driven 

session will be analysed below. The context of this session is that I visited N’s classroom (with 

previous notice) to observe an instance of how she teaches from the textbook, because as it was 

previously noted, N had only invited me to observe recycling sessions of contests. 

Number of students: nine (one girl and eight boys) 

Date: June 16, 2016  

Time: from 8:20 a.m. to 9:05 a.m. 

Place: sixth grade classroom 

Number of activities: 3  

Topic: Bird brains (see Appendix L for the pages of the books used in this lesson) 

Overall view of interaction: students’ sustained work alternated with periods in which some 

students were distracted chatting. When this happened, N ignored students’ distractions and kept 

working with the rest of the group. 

Table 14: Description of the sequence of classroom activities 

Sequence of activities Student’s work and grouping Assessment 

Activity 1: A pre-reading 
activity from the student’s 
book (pgs. 142-143) about new 
vocabulary. 
*While some students look for 
the book page, N checks some 
students’ homework. 

Individual work that consists of 
finding six new words in the 
reading.  

To assess the activity, N has 
them translate the new 
vocabulary words into Spanish. 
* N speaks mostly English to 
them. 
 

Ss. guess their meaning in 
context. 
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Activity 2: reading out-loud 
(student’s book page 142 and 
143) 

N assigns the first turn. Each 
student reads a complete 
sentence.  

N corrects pronunciation 
mistakes and has Ss. repeat 
those words after her. 
Sometimes, she also shows the 
phonetic transcription and the 
phonetic rules. For example, 
the word “tool” was 
mispronounced six times. 
Hence N explained that double 
“o” sounds like /u:/ like in 
Winnie the Pooh and gave 
them more examples. 

Activity 3: vocabulary 
clarification 

Ss. see pictures of the birds 
mentioned in the reading on 
N’s mobile phone. 
They make comments in 
Spanish about the pictures and 
birds’ habits. 

N shows those pictures 
student by student. 

Activity 4: Scanning and 
vocabulary practice  

 Ss. have to locate birds’ names 
in the reading. 

Pairs: a girl and a boy compete 
by showing their answers on 
the blackboard.  

Activity 5: Reading-
comprehension and discussion 

Individual work. Ss. have to 
look for the answers to N’s 
questions in the text. For 
example: Which birds travel 
long distances? 
Then Ss. reflect and discuss the 
topic of why some male birds 
are more attractive, more 
colourful than the females and 
compare this with what human 
males and females do to 
attract each other. 

Group discussion. Ss. can 
follow the teacher talk in 
English and try to answer in 
English while N. guides the 
discussion and brings in new 
topics. 
(Ss. discuss the topic in Spanish 
among themselves.) 

Activity 5: reading 
comprehension (textbook page 
144). 

Group work discussion and 
then Ss. need to find the 
answers in the text and 
underlined them. Last, they 
have to express their opinion: 
if they agree or not with the 
author’s ideas. 

N guides the discussion and 
scaffolds some students’ work 
by explaining the questions 
further or translating them 
into Spanish. 

 
In the post-observation interview (that same day, after the class), N narrated that that is how she 

usually works on the textbook readings and that she likes the way the book deals with reading-

comprehension activities. 

The following features of her practice attracted my attention. Firstly, N made efforts to have 

students engage with the text and with the activities. That was why she had the students translate 

the new vocabulary (the names of the six birds the text was presenting) and, at the end of the 

class, she showed them pictures of those birds on her mobile phone. Secondly, N seemed to 

ignore low-level classroom disruption (she allowed a small group of students to discuss why one 
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child had been absent) while took advantage of students who were still paying attention. When 

asked about this, she explained that “students seem to need some time to get updated about 

their group’s news” and added that in this particular case, “I’d rather continue working with the 

ones that were still paying attention” and that besides, she knew that the students who got 

distracted could easily come back to the class discussion. 

N also displayed technical professional knowledge of English pronunciation to help students 

practice and remember certain pronunciation rules. For example, while students were reading the 

text aloud, they mispronounced the word ‘tool’ several times, hence, she recast that error every 

time. However, since they kept mispronouncing it, she reminded them that sometimes ‘double o’ 

sounds like /u:/ like in ‘pool’, like ‘Winnie Pooh’. Last, N used the TL the whole lesson, even when 

the class discussed the reading comprehension questions, and students seemed to be able to 

follow her. However, she was constantly focused on students' faces to detect if they followed her. 

When she believed some students were getting lost, she checked their understanding.  

To conclude, the Table 15 presents the list of TP that N APPLIED during this session. Those TP 

were then classified in a qualitative fashion by applying Walsh's (2011) CIC and Fierro (2016) 

categories of language discourse. 

Table 15: N’s teaching practices during the session 

TP deployed 
while delivering 

the textbook 
driven class 

Assignment of individual tasks (control of interaction) 

Announcing activities (control of interaction) 

Giving instructions (speech modification) 

Assigning turns (control of interaction) 

Praising student’s work (motivation) 

Classroom control instances (control of interaction) 

Scaffolding pronunciation and oral production (elicitation techniques) 

Negotiating activities (control of interaction and speech modification) 

Speaking in English almost all the class (speech modification) 

 
As a conclusion, it can be stated that N uses the textbook to advance in the institutional program 

and as a source of TL input for her students. She combines teaching from the textbook with 

contests, a ‘tactic’ that allows her to both build a supportive environment and review and recycle 

TL topics studied recently and during primary. Contents allow N to manage and control the 

interaction while complying with her pedagogical goal of having students review, recycle and 

practice content. Besides, they are N’s tools to build a supportive environment and enhance 

motivation. 
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7.7 What do Natasha’s narratives reveal about her LTC and 

PPK? 

In this section, the analysis will lead to the answer to the first research question. Namely, through 

the analysis of N's narratives about the underpinnings of her TP, the main components and 

sources of her LTC and PPK will be unveiled. It must be stated that the high complexity and 

entrenchment of topics required the researcher to select the lines to be highlighted as main 

categories. This selection was meant for clarity in the exposition of the many threads that 

compose N’s underpinnings of practice. 

7.7.1 PPK about language teaching  

In this section, N's narratives show how she adjusts her experiential knowledge to the institutional 

requirements and her students' profiles. 

Teaching EFL in a private school: N believes that students in a (private) school setting have a 

different attitude towards learning the EFL from students of private lessons and this belief seems 

to have an impact on the TP she implements at Moderate School. 

62. R: what about teaching children  what are the challenges considering their ages/ development 

and characteristics  what challenges do you see what are your aims 

63. N: well / I believe that the challenge with children is to maintain / well / depending on if it is in a 
school / here / I have fifth and sixth grades / I believe the challenge here is that they can really use 

what they know // I mean speak the language  because in different years / they learned lots of 
words but they have forgotten them partially / because they were not meaningful // hence / I think 

that that is the challenge   

64 R: in general terms / when you worked with children / what did you consider important  for 

some / maybe it is discipline / that all students learn / what about you 

65 N: yes / obviously / obviously / it is important that the student is interested  for example / 
sometimes /students that attend private lessons are more interested in learning / than students that 
attend a private school because / it’s like they know they’ll have the school teacher all day/ every 

day   (Professional profile interview, April 16, 2016) 

This excerpt highlights two important features of her experiential knowledge about teaching 

primary students. On the one hand, that some children's attitude towards the EFL classes is 

unenthusiastic and that they may take those lessons for granted. On the other hand, that school 

children have a passive knowledge of EFL contents that they need to recycle to be able to add it to 

their language repertoire. Regarding the former, it is worth stating that lack of motivation was 

reported as one of the most important self-reported challenges by primary teachers in the global 

survey by Garton et al., (2011). In the view of N, the case of Moderate School and other schools, 
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the fact is that students do not value FL classes. The question that remains unanswered and that 

needs further research is why some YL who have had EFL lessons since kindergarten or the first 

grade of primary feel unenthusiastic about them.  

Motivation:  N believes that the teacher’s role is determinant in motivating students, which 

coincides with Enever (2014) about the relevance of teacher’s abilities to gain and maintain  

students’interest in the FL classroom. If the scenario is that some students seem to be 

unmotivated, games and interesting activities can make a difference in their attitude towards 

learning EFL. This topic has been pinpointed in the literature and it was related to the fact that 

young students do not experience the need to use the foreign language or do not consider 

mastery as attainable (Li, 1998). 

Excerpt 1: 

67 N: it has to do with the child’s attitude / um / although I think that this depends more on the 

teacher  because if a child gets to the EFL lessons with a bad attitude / well / since the way I teach 

is ludic / then / they finally change and get happy  (Initial interview, April 19, 2016) 

For N, motivation can be enhanced by ludic, competitive activities such as contests, the TP that N 

puts into practice almost every session. N describes them as “little competitions not meant to 

generate negative feelings about others but to realize that you can listen to others and say: if he 

could, I can do it or this time he got the point but next time, I will.” (Final interview, March 17, 

2017) 

As will be illustrated in the next excerpt, another pillar for building motivation and learning has to 

do with collaborative work. The next two excerpts illustrate N's beliefs about how collaborative 

competitive work can help students remember and refine the contents they have studied in class. 

86. N: then [[contests]] are a competition but they also imply a personal achievement and a team 

achievement  I believe that is very important  that they know that they can do it / that they can 

/ and that little mistakes do not matter  it’s just a point you lose  keep going  continue / 

continue / continue and have an attitude of camaraderie with your own team  hence / I try that 

there is not // that // I try to emphasize that the environment be good  I don’t say it / I show it 

with my attitude  for example / no mocking / no mocking  and it seems they got it  (Sixth grade 
post-observation interview, March 16, 2016) 

It seems N pursues her pedagogical aim of reviewing and recycling EFL content through oral skills 

practice following a ludic approach in which her classroom interactive control maintains 

competition within an emotionally healthy environment. In this community of learning, contests 

seem to be key to collaborative learning and peer teaching. 

10. N: hence / they don’t get stressed  / and what I allow in this game is that if a student doesn’t know 
[[the answer]] or is hesitating / it’s like a learning [[process]] that takes place at that moment / 
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they help each other / and it’s like they review the contents collaboratively  (Sixth grade pre-
observation interview, March 16, 2016). 

Towards the end of the school year, N reflects upon students’ attitudes towards EFL lessons and 

considers that they changed positively. 

42. N: now / it seems we succeeded in that all of them are interested in answering / in pushing 

themselves more  because [[before]] it was like they said “these two or three children already 

know a lot / and I don’t know anything ” [[A student interrupts]] and so / Susana / Alejandra / 

Anita / Saúl would give up trying  they would open the book and just chat / but since I give points 

to each team / they all have to contribute something to the team  (Fifth grade post-observation 
interview, June 22, 2016). 

An additional topic that emerged in the previous quote (and in several interviews with N) was her 

reflection on her perception of the causes of students’ apathy in class students with lower levels 

in the TL (for example, new students who have not taken EFL lessons before) seem to feel 

overwhelmed by other students’ EFL knowledge and lose their interest in learning. In the final 

interview, when N was asked about her view on the relationship between the families’ support 

and students’ EFL learning, the topic of motivation emerged again. N explained that: 

85. N: (…) but even if the parents are not interested [[in the EFL classes at school]] / I have students 
who are trying very / very hard / because they feel motivated / because they feel they belong to 
the group / because they don’t want to be left behind / because of the contests / because they like 

it / because they are interested // because of all this  (Final Interview, March 7, 2017) 

Hence, it seems that, in her opinion, more important than the family’s support is students’ 

intrinsic motivation to learn and their interest in belonging to their group of peers. Inclusion 

appears as the backdrop of her narratives: students’ feelings of belonging to the group. 

Differentiated teaching: as advanced in the previous subsection, N perceives individual 

differences in students’ profiles (in their TL level, their capacity, their learning styles, their 

attitudes, etc.). When she was asked if she believed her students’ oral skills could allow them to 

use language genuinely, she answered: 

27. N: I believe it's possible  if we ask them to do something that does not put them in their panic 

zone  just a bit above what they already know  

28. R: I see  

29. N: (…) and each one in his or her own level  I mean / to the girl who knows more or to the boy 

who has more experience / or that has had private lessons / I’ll ask them more  right  but to 

each one a bit more / a bit more without feeling / I mean without building a tense environment  
(Fifth grade pre-observation interview, April 20, 2017) 
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Her narrative of differentiation seems to point out two features: the importance of considering 

the zone of proximal development of each student when asking them specific tasks and the 

relevance of selecting adequate topics and tasks in order to avoid the emergence of anxiety in 

them. Hence, she decides to monitor students' progress individually to scaffold their learning in a 

customized way. 

75. I try to communicate that we’re here to learn [R: I see.]  maybe / some know more than others / 

but each one can perform at his or her level  they know I give them points according to their 

effort  (Sixth-grade post-observation interview, March 16, 2016) 

A community of learning: what has been shown so far in this section seems to reveal N’s personal 

philosophy of building a community of learning in which all students can learn at their own pace. 

As it was advanced in section 7.3, N teaches mixed-ability classrooms of pre-teens, an age in 

which there are important social and emotional developmental changes which sometimes show 

in egocentric attitudes and peer group importance (Vartanian, 2000). Her narratives about her 

students’ behaviour revealed that before, there were mocking attitudes in her classroom that 

affected students’ self-confidence. 

Triangulation of the analysis of her narratives in pre- and post-interviews and my observational 

notes seem to show a lively and respectful classroom interaction developed from N's 

determination about "No mocking" and "No one is discarded" which emerged in her narratives 

several times. In addition to forbidding all kinds of bullying, she scaffolded insecure or less 

knowledgeable students' production, so they could become more involved in learning and in 

participating in the class. 

44. N: when I started working with them / some would make fun of others and / as a consequence / 
the ones who can’t or don’t answer correctly feel embarrassed and fear participating because they 

feel rejected  well / I told them in our class there was no room for that  I mean “you can’t make 

fun of others  It’s forbidden ” [[A girl interrupted the interview.]] and finally / an environment 

was built in which / [[she imitates her students]] “Ah / it’s my turn to answer // now we ask you ” 

and now they perceive / I believe they perceive what their own capacity is like  “so maybe / she 
answers better because her situation is different / because she goes to private lessons / mine is 

different / I’m trying  I’m trying to learn and that’s it.”  yes / without comparisons  each 
[[student]] according to his or her own capacity and / of course / they try to do things right to get 

points for their team  they do try and surely / there are some who before didn’t do so well / but 

they’ve been trying hard and they realized that they can do it  (Fifth grade, pre-observation 
interview, April 20, 2017). 

In the Final interview, this topic (no mocking) emerged a few times and it revealed that in N’s 

view, it is linked to her PPK about the role of the classroom environment to enhance or inhibit 

students’ capacity to know themselves as learners and to develop their self-concept. The next 
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excerpt is N’s answer to a question (see the Final interview Appendix A) about the relationship 

between students’ emotional stability and EFL learning. 

102. N: [[students’ emotional stability]] is completely linked [[to EFL learning]]  a child who is fearful of 

his class  or of being rejected / or a child that feels uncomfortable because he knows they 
consider him less / or that he knows less or that he can’t /  is affected in the way he perceives 

himself and / obviously / about what he does  (Final interview, March 7, 2017) 

Inclusion: as a corollary of all the subtitles (above) in this section, it can be stated that the main 

thread that makes the complex blend of N’s EFL teaching is the notion of inclusion which 

manifests in that she sees differences in children’s abilities, capacities and knowledge of EFL and 

consequently, she creates interactive space and personalized opportunities for them to develop: 

97. R: do you notice any progress since you took this group  

98. N: yes / of course  I see individual’s progress  for example / Noé / before it was like he sat down 

/ and he used to get himself lost  I mean / he wouldn’t pay attention / answer the exercises or 

make an effort and he thought he couldn’t  

99. R: I see  

100.N: hence / now / um / he knows he can [[do the tasks]] / he knows he needs to ask  I mean / for 

example / if he was doing an exercise wrongly / I would approach him and tell him / “Let’s see  

everything is wrong  why didn’t you ask me  what’s the meaning of this word ”. [[She imitates 

the child saying]] “I don’t know ” [[she pretends to be answering him]] “then how did you answer 

if you didn’t understand  “ASK ME”  (Post-observation, March 16, 2016) 

In this interview, she continues narrating how, little by little, students like Noé, who seemed to 

had given up learning EFL, changed their attitude because they realized they could do well in her 

lessons. 

Another example of N’s ability to foment inclusion was the ability she deployed to include all 
students in the contests which will be illustrated with the case of a SEND student. 

12. N: María is like she belongs to both teams /  hence when María answers [[correctly]] / she makes a 

point for each team  consequently / both teams try hard to help her // but in this case / the team 
that explained better would get the point / but /finally / I gave it to both teams because they did a 

good job  

13. R: and what’s the idea of having María belong to both teams  
14. N: well / I did not integrate her to any of the teams so the teams do not feel like they got a burden 

[R: I see ] it’s like in certain occasions / I try to see when I call them to the front not to call 

together the one who knows everything and the one who does not know much  because if I put 
María / I have to keep being fair / I don’t want them to feel like / “why do you put this girl in my 

team / she does not know much or her capacity is not so big and I’d lose points” It’s just to avoid 

that kind of tension  (Fifth post-observation, April 20, 2016). 

Fairness, inclusion and reducing students’ anxiety seem to be essential components of N’s 

personal philosophy. 



Chapter 7 

164 

Assessment: during the last class observation (June 20, 2017) N’s narratives about her practices 

showed several ideas about her assessment literacy. On the one hand, her narratives about 

checking her students’ workbook exercises reveals she grades them according to their effort 

(Ipsative assessment). In the next extract, N was showing me some student’s workbook exercises 

which she graded favorably with a happy face symbol. 

110.N: for example / this [[book]] / a happy face / a happy face // no one tells him the answers  for 

example / in this [[other exercise]] he got a happy face because he tried but he didn’t finish it  

some students finish them completely  always   some can only finish the first part in the three-

hour session  well  I neither put pressure on them nor give them sad faces because I know that 

that page was hard for them and that they tried hard  (Sixth grade post-observation, March 16, 
2016) 

On the other hand, she is keen on applying peer-correction of tests. In this particular case, she 

referred to a reading comprehension test. The narrated rationale of that practice was complex. 

Firstly, she stated that “exams are just a tool” and are like the last link of several stages of 

teaching and practicing content. After exams, the content of reading-comprehension tests is not 

revisited. Secondly, she related this TP of having students check the exams right away after they 

sat them to her curiosity as a child when she was eager to know if her answers in exams were 

right or wrong. Thirdly, this immediacy seems to have a pedagogical purpose: 

15. N: I think that the exam is just a tool  probably the last tool of that piece of knowledge  right  

before we leave it so / it’s the last / um / when I was a girl I always wanted to know if I had 

correct or incorrect answers because that was a big doubt I had in my mind  

16. R: a mystery [[we laugh]] 

17. N: no / I feel that if we give them immediate feedback / if it was correct  it helps them [[she 

imitates student's thinking]] /"ah/ that's why it was incorrect / that's why  or "I get it " this was 
reading / a reading exam / so they could see that there were other ways to express the same but it 

was also correct  I think like they develop the ability to / I don't know how to say it  

18. R: to self-correct  

19. N: yes / to self-correct  exactly / to self-correct and to see  

20. R: yes  
21. N: I don't know how to explain it / but they develop more / more intelligence when they correct or 

they check somebody else's work  they feel // "it's correct, why " so / they go back to the text 

and check /"oh/ yes / it's correct / it could be said this way " also / because they can reflect much 

more than if I just gave them a grade  

I interpreted this excerpt as one feature of her personal philosophy: she believes students’ active 

work in assessing autonomously their classmates’ answers enhances their learning. Besides, 

immediacy in checking seems to N relevant because that is the moment when students are still 

concerned about the process they have just experienced when writing their answers. 

No homework: when N was asked about her opinion about the importance of having the family’s 

support when children have EFL homework, she explained that in her view that was not 

important: 
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81. N: the families’ support with homework  [[she sighs.]] I’d say / it is not important  I don’t give 
them home homework / precisely / I don’t like it because / obviously / it is different // some 
children have bilingual parents / others / may have just five minutes to spend with their moms and 

they may not know English  hence / I believe that if they are my students / I understand that it is 

my job to build [[the EFL]] in them during the time I spend with them   obviously / there will be 

things as for example // “I explained this to you already / we started it /you understood it  you 

can finish it on your own at home ” but just to finish things at home / as to advance a bit / but 

that’s it  (Last interview, March 7, 2017) 

This quote seems to show that her knowledge of students’ family environment seems to guide her 

decision to take responsibility of scaffolding and monitoring students’ work herself during the two 

hours and a half or three-hour period she spends with them every day. 

Implicit or explicit grammar teaching: when N was asked about the role of grammar teaching to 

enhance the development of student’s oral skills, she explained that learning grammar was not so 

important unless students have already understood those concepts in their mother tongue. Then, 

she continued to explain: 

39. N: now I have fifth and sixth  [[grade]] many of them already have these abstract concepts from 

Spanish / and it seems that in English they do /  do / do understand  for example / now / we're 
studying reported speech and at the beginning / I explained it in Spanish because I wanted to see if 

they understood it in Spanish  I needed to be sure and I said to myself like / yes / yes / they can  

However, in this interview, she also highlighted the importance of individual differences. 

39. (cont.) N: I don’t believe they all learn systematically  some students learn grammar almost as 

such // they like it and it helps them  but I’d say it’s the minority / the minority  I believe it’d be 
better /um / to start from what they say correctly and explain to them /“you’re saying this 

correctly / look / because I asked you with ‘do’ and you answered with ‘do’ “ I believe / this way 

is like when we learned our mother tongue  (Final interview, March 7, 2017) 

N’s experiential knowledge seems to imply that, for some students’ grammar teaching is a tool for 

understanding structures, but for others, grammar can consist of reflecting upon the correct 

phrases they uttered. 

Language processing: N's narratives frequently refer to how she conceives students' language 

processing. Namely, it seems she perceives levels of comprehension of TL content which may or 

may not lead to internalizing it (vocabulary, pronunciation and structures). Her experiential 

knowledge on these issues seems to partially guide both the kind of output she asks from 

students and her own use of L1 and TL in the classroom. That seems to be the rationale of her 

tactic of using contests; she believes that once they have studied and reviewed several times the 

content from a new unit of the textbook, they need extensive oral skills work to refine their 

comprehension and use and to internalize that content or in her own words: to add it to "their 

natural use of the TL". 
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4. N: (…) this is something we’ve seen before, but I need to recycle it / so / through [[different]] 

activities / so they integrate it to the way they speak / right  (Sixth grade pre-observation 
interview, March 16, 2016) 

Real-life instances: for N, games, or in this case, contests have a ‘real life’ component given by the 

urgency of complying with rules and of producing the kind of utterances that are required in 

different instances. In the case of her students, I observed they communicated more naturally in 

English while they participated in contests.  

Another example of real-life activities was ‘secret friends’. This activity consisted in having 

students write simple personal questions (about their favourite colour, likes, age, etc.) individually 

(every day for a week) to a ‘secret friend’ only known by N. This person could be a student’s 

family member, another teacher or N’s friends. She or he would answer the students’ questions 

and secretly, deliver the answers which were then handed to the students. After a couple of 

weeks, ‘the secret’ friend would be invited to the classroom, so the students had a chance of 

meeting and asking him or her more questions. Discussion of this activity with N showed that 

students usually used a limited set of questions mainly about the person’s profession, age and 

likes and that they were eager to write those cards of questions and of getting the personalized 

answers. It seems that repeating this activity several times along the school year gave them the 

confidence to enjoy this activity and experienced a genuine use of English in a real-life situation. 

62. N: I said really to myself / this activity that seems to be a writing activity / it’s so practical and they 

get so involved by their curiosity / that it is helping them  the day the secret friend comes to meet 
them / it’s like they already have that little cassette [[She imitates the students’ thinking]] “oh, yes, 

it’s the secret friend I’m going to ask him the same things [[I wrote]] what’s your favourite color 

” hence / they have the confidence to speak with that person  (Final interview, March 7, 2017) 

To conclude this section, it can be said that N's PPK seems to stem from the teaching 

methodology she learnt from her mentor: "everything needs to be practical". That is why she has 

students practice daily what they have been learning in competitive, fun and challenging tasks 

that are built on collaborative work and peer teaching. Besides, her TP is blended with her 

personal philosophy that dictates that the classroom is a space where all students can belong 

because "we are here to learn". To support this belief, she applies techniques of differentiated 

teaching and assessment that seems to enhance students' will to learn and to accept their own 

capacity, learning needs and personality. 

7.7.2 Image 

As with G, towards the end of data collection, I asked N about what image could illustrate the kind 

of work she does in the classroom. She answered that she felt she was like a sports coach because 

each student is different and, consequently, he or she needs a personal training program. She also 
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noted that the students could choose to follow or reject her advice. (Interview June 29, 2017). It 

seems that this image coincides with the differentiation features of her practice mentioned above 

and with the individual progress she perceives in students. 

7.7.3 PKL 

PKL it is a concept that allows portraying teachers' feelings, beliefs and attitudes beyond the 

classroom, in the school community. From my observational point of view, N gets along with 

students, colleagues, parents and heads. Besides, she seems to be quite self-assured and to enjoy 

being by herself in the out-of-the-classroom landscape. An example will illustrate this feature of 

N’s PKL. 

Once, N organized an antique show by telling primary students to ask for permission at home to 

bring to school old valuable family objects. Students responded very well and brought many old 

objects who were precious to their families such as: a wedding dress, postcards, an iron and 

photographs. They set to work with N to prepare the descriptions of objects and set what it 

looked like a small museum of antiques. This project is also an example of N’s agency’ because 

she took initiatives and was able to have the school community get involved and enjoy her 

project.  

7.8 What are the main tensions between Natasha’s PPK and 

her actual teaching practices? 

In this chapter, several instances of N’s teaching practices (TP) have been analysed as well as her 

narrations about the underpinnings of those TP to answer the first and second RQ of the study. In 

this section, the third RQ will be dealt with. 

Differently from G, who in several occasions referred explicitly about tensions she needed to 

overcome in her practice, N’s narratives were about how she dealt with contextual factors which 

demonstrated her professionalism and agency. 

N explained that her mentor taught her that “everything needs to be practical”, consequently, she 

looks for ways in which difficult grammar topics (such as passive voice) or less meaningful 

vocabulary can be used by her students. Teaching from the textbook could sometimes be a source 

for tension for N because she needed to find the way to mediate textbook content so it can 

become meaningful. 
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For example, the reading texts and the grammar contents from the textbook are sometimes quite 

complicated and, consequently, not all students seem to understand them. Contests seem to be 

the means for scaffolding learning EFL difficult features. The next quote illustrates this point. 

110.N: (…) the book [[contents]] is too high for them  for example / the readings  what do we do 

with the readings  each student reads a sentence / so everybody gets involved and there are 
reflection questions where only a few /almost no-one / can answer them correctly [[she smiles]] so 

we answer them together  hence / the ones who know the answer say it or they get involved and 

/ in this way / well / we answer them  (Sixth grade post-observation interview, March 16, 2016) 

Only once, I witnessed that N showed a bit of concern because she allowed students to move 

freely in the classroom in a way her colleagues and the headmaster would not approve of. During 

the daily reading sessions which lasted about thirty minutes, students would walk back and forth 

to the classroom shelves to select a book and then, they would sit on the floor to read in small 

groups: 

30. N: sometimes / I try to guess what other teachers might think because / as my classroom is kind of 

open / and everybody passes by / they might see them standing  if they go for their book / it’s 

like a complete mess  they are not like Japanese children  who follow a straight line towards 

their book and come back  so / for example / I tell them “time is over for reading ” they’ll do the 

same to put it back  and then to bring or / to take out their notebooks   it happens many times 

in my class / that they are moving / they are constantly reading  [[She laughs]] // yeah / the 
principal / the principal doesn’t like that they move the benches [[chairs]] because he thinks it’s 

messy  

31. R: ah / is it because of the noise  

32. N: it looks messy  

33. R: ah / yeah  

34. N: so / we keep the benches  [[we keep the chairs in order]] 

35. R: but the children MOVE  
(Sixth grade class observation, June 20, 2017) 

Although she did mention her concern about how others, and manly about what the school head 

would think of her work, she seemed to be acting on a sly.  

To conclude, it can be stated that I did not witness any tensions between N’s LTC/PPK and her TP. 

It seems the kind of teacher training her mentor gave her allowed her to attend the complexities 

of teaching fifth and six graders while combining the school mandated materials with her own 

expertise. I interpreted the lack of tension between her LTC and PPK and her practices as a result 

from several factors. First, she considered herself well-prepared professionally and this showed in 

her agential role in the classroom when developing her selected teaching methodology. Secondly, 

her proficiency in English allowed her to teach confidently contents that went beyond teaching 

the FL as when she was able to take advantage of the textbook topics on different subjects to 

expand students’ general knowledge. Last, she was able to apply her personal philosophy which 
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was expressed in maxims such as: no mocking, no one is discarded, each student can learn at his 

or her own level. 

7.9 Conclusion 

N’s TP could be described as varied and dynamic. She combines teaching unit by unit from the 

textbook with the design of daily unique contests meant to have students recycle topics and 

practice the FL. In this way, N’s applies a teaching methodology that subsumes the institutional 

program and her personal philosophy. 

Contests are means to practice textbook subject matter before tests and to recycle and practice a 

variety of contents and skills: vocabulary, spelling, pronunciation, grammar, listening-

comprehension, writing, speaking, collaborative work. In the frame of N’s teaching methodology, 

contests are not just competitive games. They are a pedagogical scene in which students perform 

in English.  

Besides, they are also well-liked by students due to several reasons. Firstly, activities are not only 

varied and challenging, but they are also scaffolded by the teacher’s monitoring attitude and 

readiness to aid students’ performance. Secondly, students experience an agentive role while 

working collaboratively in their teams. Their great will to win, which could turn contests into a 

bitter experience, is mediated by N’s attitude:  

 she forms teams carefully to balance their strengths and weaknesses   

 she avoids having more knowledgeable students compete individually with less 

knowledgeable students 

 she discourages disrespectful attitudes among students and encourages camaraderie 

 she assigns points by applying an ipsative assessment 

 

N described her groups as “multilevel” and stated that textbooks activities sometimes were 

beyond students’ knowledge. However, the way she managed contests allowed recycling contents 

to level students, the possibility of having students practice extensively difficult topics and even 

the inclusion of SEND students. Differentiation was the fourth self-reported challenge teachers 

mention in Copland et al., (2014). N’s management of students who were at different learning 

stages and have different learning needs can shed some light on teachers’ affective literacy. 
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N's LTC and PPK comprised her teaching experience, her moral concerns about what is best for 

her groups and individual students, her perception of the school community and her knowledge 

of students. As it was developed through this chapter, one of the main lines of her LTC and PPK 

that emerged in her narratives was her concern about building a community of learning where 

each student could find space for learning.  In this line of thought data analysis showed the 

architecture of how she built a respectful classroom environment, a topic that is scarce in YL 

literature. 

Firstly, some students’ negative attitudes towards their classmates and learning became 

apparent. Secondly, N developed a certain engagement with her groups and individual students 

which allowed her to understand their behaviour and expectations and to know their weak and 

strong points. Thirdly, it was essential to install a new classroom setting in which students could 

dare to perform individually and in teams without the fear of being mocked. This was developed 

with N’s determination and a serious but caring attitude towards all students.  Last, building a 

supportive environment took time. It required decision making an effort from all classroom 

members. For example, students needed to learn to listen to classmates and to accept differences 

among them in a respectful way. 

Data also showed that not only the teacher perceived differences in students’ capacity, skills and 

English level, but students as well. Students’ self-perception emerged as a key element. It 

revealed that several students had given up making efforts to learn the FL because they felt 

overwhelmed by other students’ performance (FL knowledge, capacity to understand new topics 

and to answer quickly, etc.) and it was the teachers’ sustained interest in their learning and in 

themselves what helped unblock this status quo: low self-esteem students could start trying to 

make an effort and engage with learning. 

Last, motivation emerged as a multifaceted construct that was linked to several contextual 

conditions: 1.  N’s ability to engage students in activities, monitor their work and act as a 

trustworthy, serious adult who would sustain a warm environment and accompany them in their 

learning attempts; 2. students’ self-perception of knowledge, skills and capacity and their 

perception of peers’ knowledge, skills and capacity; 3. Students’ engagement and sense of 

belonging to the group or team. 
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 Discussion of findings 

In this chapter, the results of the study findings presented in the previous three chapters (5, 6, 

and 7) will be discussed by identifying commonalities and differences in the three case studies: 

Gaviota (G), Beatriz (B) and Natasha (N). I will do this in three ways, that align with the study 

research questions. Firstly, their TP will be compared and described further; secondly, their LTC 

and PPK findings will be discussed. Last, the main tensions that emerged in their narratives about 

their PPK and how they dealt with them will be dealt with. I will also try to link the findings of this 

study to the existing literature on LTC and PPK, the teaching of EFL in primary classrooms and 

teacher education (SLTE). 

8.1 Research questions revisited 

As a brief reminder to the reader, it can be said that this research set to study the underpinnings 

of the teaching practices of three EFL primary teachers who work at the same private primary 

school situated in Mexico City. The data was collected and analysed using the PPK and NI 

approaches. Additionally, the language teaching practices were analysed by considering Fierro 

(Fierro, 2016; Fierro et al., 1999) and Fourtul Olivier and Fierro Evans’ (2016) approach to teaching 

practices of primary generalist teachers and Walsh's Classroom Interactive Competence (CIC) 

(Walsh 2011; 2012). 

Research question 1 

What kinds of teaching practices are observed in the participants’ EFL lessons?  

Research question 2 

What do the participants’ narratives about the underpinnings of their practice reveal about their 

Language Teacher Cognition and Personal Practical Knowledge? 

Research question 3  

What are the main tensions between the participants’ PPK and their actual teaching practices? 

In Section 4. 2, the rationale of the research questions was advanced. Below, the answers to them 

will be given. 
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8.2 What kinds of teaching practices are observed in 

the participants’ EFL lessons? (RQ1) 

This was a language-oriented question meant to document the way the participants taught the FL 

lessons. As will be explained in this section, the findings showed the way the participants planned 

and taught the course from the textbook and the kind of methodology they used. The main 

challenge I faced to answer this question was finding an appropriate TP framework, a question 

presented in section 3.5. 

8.2.1 Use of the book and professional knowledge 

The way the participants managed the textbook showed certain common features and 

differences. Among the commonalities, it was observed that the three participants followed the 

institutional program by trying to cover the student’s book and workbook unit by unit and page by 

page and that, occasionally, they skipped a few activities or topics that they thought they would 

not suit their students’ level and skills in English, knowledge of the world or interests. These uses 

of the book coincides with two of the points described by Hutchinson and Torres (1994) regarding 

the normal day-to day role of textbooks in the classroom: the textbooks as carriers of a syllabus 

and as a route from which teachers depart to adapt its content to their classrooms’ needs. 

It was also observed that the book was their guide: they usually followed the instructions of the 

teacher’s edition and the student’s book to deliver the classes and, afterwards, they used the 

workbook systematically to have students’ practice. They even copied the table of contents of the 

textbook and presented it as their annual and weekly planning. 

The three participants stated that they complemented the textbook with other teaching 

materials. While B mentioned using an extra grammar book from the same series to give them 

extra practice for grammar topics, G deployed different resources (games, audio-books, 

educational songs, blackboard activities and flashcards) and N used audio-books and sequences of 

activities that varied during the year. 

Their perception of the book varied among them. For N, who was the most professionally 

knowledgeable of the three and had the oldest students, the book was a tool to follow the 

progression of the program. Her confidence in knowing a particular teaching methodology that 

suited her teaching style allowed her to subsume the book contents to it and, hence, the 

textbooks were seen as input providers. Then, in her view, that input had to be practised 

extensively and recycled daily through contests activities for the students to incorporate that 



Chapter 8 

173 

knowledge into their own understanding and use. Even though it was the first time she used 

those textbooks, she showed dexterity when delivering the contents and was attentive to 

students’ previous world and grammar knowledge. Her professional knowledge also showed 

when she explained certain pronunciation patterns in English to help students overcome 

pronunciation difficulties.  

From the data analysed, it could not be stated if she perceived the textbook as a source of 

professional development but she admitted that the fact that students got familiarised with the 

format of the units (and lessons) was positive for them because this routinisation gave them 

certainty. Her comment resonates with the idea of the beneficial effect of books in imposing a 

structure on the interaction of the lesson reported by O’Neill (1982) and Hutchinson and Torres 

(1994).  

B seemed to find the textbook as a pedagogical challenge. It was observed that she tried hard to 

show the topics and the activities as ‘easy and fun’. She would do this in many different ways, 

such as by drawing fun little pictures that illustrated the activities, by repeating instructions in 

different ways and by expanding students’ subject content knowledge. Unlike N, who was focused 

on teaching the new topics while recycling previous ones, B seemed to be focused only on the 

former.  

As explained in section 5.7.1, even though G showed mixed feelings about the use of the book, 

the study findings showed that the teacher’s edition had been a source of knowledge and ideas 

for her. More precisely, she acknowledged having learnt methodological ideas about grouping 

students and content related ideas, which is an example of how textbooks can bring changes to 

the classroom and provide the opportunity for teachers to learn new skills, mentioned by 

Hutchinson and Torres (1994). 

It was observed that G’s limited professional subject knowledge (about grammar, vocabulary, 

literacy skills, pronunciation, phonics, teaching English to children) was not enough to give her a 

sense of autonomy when delivering the lessons from the book. This is an attitude that seems to 

reflect the statement of Hutchinson and Torres (1994) about “the more complex the book 

becomes, the more skill is required from the teacher in using it” (p.325). 

Hence, on the one hand, she felt satisfied because the textbook acted as the syllabus and as a 

methodology scaffold for conducting activities and, on the other hand, it was a source of 

frustration like when some of her young, lively first and second graders found the activities 

difficult, tedious or unengaging.  
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In addition, the participants’ use of the book coincided with the following features mentioned by 

Kirkgöz (2009): a) that most of the class time was used to explain or practice the book contents; b) 

they were the basis of much of the language input learners received in the classroom; c) they 

were vital for the presentation and practice of contents; d) the audio provided by the textbook 

added to their classes audio stories, conversations, documentaries that were seen mainly as 

interesting material that engaged students; e) teachers saved time in preparing the classes if they 

managed the book confidently. 

As explained in section 4.6.3.3, the teacher edition of Oxford Discover presents the key principles 

that guided its design explicitly, both in the book introduction and in the lessons (see appendix J 

and K). In this way, teachers can get acquainted with new pedagogical and methodological 

knowledge and get support to deliver units, lessons and activities. Principles belonged to three 

groups:  language and literacy skills (vocabulary, grammar and literacy), “Twenty-first century 

skills” (critical thinking, communication, collaboration and creativity) and inquiry-based learning. 

This kind of constant theoretical guidance which could be a source for teacher development 

(Hutchinson and Torres, 1994) was not mentioned by any of the participants in the interviews. I 

regret not having asked them the reason for this omission.  

Concerning the educational policy about EFL teaching in basic education (see section 5.7.1), 

getting acquainted with the National Program or applying it was not a priority for the participants 

because it did not have any real consequences on their daily work. Since the National English 

programs (PNIEB or PRONI) have not reached all public schools yet, “EFL” is not recorded in 

students’ official SEP grade cards. EFL remains an additional “optional” subject and teachers and 

heads from private schools act accordingly.  

In this line of thought, in regards to turning educational policy into practice, Moderate School 

management of EFL courses show a divide between primary public and private institutions in 

Mexico. The PNIEB and PRONI remained, to this day, alien to private schools.  

8.2.2 Teaching methodology 

A teaching pattern that combined teaching from the textbook with oral skills practice was 

observed across the three participants. Below, the main findings of their methodology are 

summarised. 

Scaffolding learning through language practice and recycling sessions: a shared feature in the 

three participants’ teaching methodology was scaffolding EFL learning. This was observed in that 

they chose to showcase recycling and language practice sessions and not classes in which they 
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taught a particular skill or taught from the book. One of its forms was recycling EFL contents such 

as tenses and vocabulary through oral skills practice: games and elicitation techniques (G); oral 

presentation projects (B) and contests (N). G would have students participate in ‘questions and 

answers’ sessions in which she monitored and aided students’ comprehension and production. B’s 

previous processes to performances were chances to monitor and scaffold students’ EFL learning 

by giving them a formative assessment. N’s contests were occasions for her to monitor and aid 

learning by reviewing contents while supporting students’ collaborative work to refine 

understanding and rehearsal. 

However, the principles that underpinned these TP were different among the participants. B used 

oral projects to see students' progress in the EFL as well as progress in their personal 

development (for example, how they coped with the task of speaking in front of others). G 

considered oral skills and language practice as opportunities for students to process EFL and to 

practice the TL. Last, N's contests were used to reach students who did not understand certain 

content studied during the term and have the whole group practice EFL extensively. Table 16 

summarises these ideas. 

Table 16: Underpinnings of favourite practices 

Recycling Gaviota Beatriz Natasha 

Aims To help students process 
and practice EFL 

To assess students’ 
progress and her own 
teaching (i.e. to discover if 
she needs to re-teach 
grammar topics) as well as 
to give them opportunities 
to speak in front of others 

To reach students who may 
have not understood the 
textbook themes, to have the 
group review EFL recent and 
long learned themes 

Source Her own experience as an 
EFL learner 

Her own teaching 
experience 

Her teacher education 

Means Elicitation techniques 
(questions), games and 
song-games 

Different kinds of oral tasks 
and presentations 

Contests 

Frequency Daily  Three times a year Daily 

 

Use of L1 and FL: I noticed that the three participants spoke English most of the time, which aligns 

with the principle of maximising exposure (Hurrell, 1999; Pinter, 2006). This principle was also 

shown when students asked them something in Spanish and the participants answered in English. 

Moreover, G and B usually asked students to recast in English classroom phrases such as ‘May I 

sharpen my pencil?’, ‘May I go to the bathroom’. N had temporarily set the rule that if students 

spoke in Spanish, she would take away points. All these features of the use of TL were interpreted 
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as the participants’ pedagogical intention to set an environment where students needed to try to 

understand and produce utterances in the FL. 

As the CIC (Walsh 2011, 2012) analysis has shown (sections 5.7.2 and 7.6.2) the participants used 

languages differently in the ‘managerial mode’ (which is meant to transmit instructions and to 

organise the classroom). While G, who teaches the youngest students, sometimes alternated the 

use of both languages (using the mother tongue to give or clarify instructions and to have 

students’ focus their attention), B and N repeated instructions in English two or three times as if 

they were allowing time for students to focus their attention and process the instructions. 

Another frequent use of L1 was observed when the participants needed to discipline the groups 

or give them important information as a means to ensure students’ comprehension. 

As a summary of the answer to the first RQ, it could be said that among the practices observed in 

the three participants’ classrooms, the salient findings were the description of how they 

conceptualised and used the textbook and the fact that each participant developed a unique 

teaching methodology that complemented the classroom work they did with the book. 

The textbook was like the spine of their courses and the principal source of new content 

(vocabulary and structures) in the FL.  However, to help students’ progress, they added certain 

methodological features to recycle contents and have students practice the FL.  

Regarding subject knowledge, N seemed to be the most knowledgeable. Her practices were 

principled, which allowed her to narrate the underpinnings of her practice using language 

teaching jargon. For example, she could narrate why she sometimes decided to explain topics in 

the FL and other times, in Spanish or why she decided to present certain pronunciation patterns 

to help students improve their pronunciation. There were no tokens of G’s explicit subject 

knowledge in her narratives. Her experiential knowledge referred to her intention of having 

students process language by practicing, but the origin of this practice stemmed from her own 

experience as an English learner. Last, B’s narratives referred to subject content knowledge only 

superficially, in terms of how she wanted her students to overcome ‘Spanglish’ and to practice 

structures and used correct pronunciation.  

8.2.3 Practices to build and sustain interactive space for 

learning 

The participants deployed practices meant to simultaneously manage the conditions for learning 

and the interactive control of the classroom (Fierro, 2016). In other words, their EFL pedagogical 

aim was mediated by practices that attended to the conditions for learning: building and 
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sustaining a supportive environment in which students would be able to get engaged and 

participate and invite students to do tasks that could fulfil the pedagogical aims for that session.  

Besides, the participants ubiquitously deployed practices to manage the interactive control of the 

classroom while attending to students' social, emotional, developmental and intellectual features. 

It means that inclusion practices, differentiating teaching, scaffolding comprehension, production 

and learning were the backdrop of the complex work the participants showcased in the 

classroom. 

To conclude, in this subsection, the practices that occurred in the six observed classrooms were 

described broadly. However, from a language teaching perspective, life in the primary classroom 

could be as well described from an interactional approach: CIC (Walsh 2011; 2012). This approach 

can allow a better understanding of participants' classroom interactional competence for 

mediating and assisting learning. 

Within this frame, the analysis of excerpts of classroom interactive discourse such as G’s sessions 

of ‘questions and answers’ and N’s sessions of contests (presented in sections 6.5.2 and 8.5.2, 

respectively) showed the richness of teachers’ specific practices meant to build “space for 

learning” that is to say, interactional space for the pedagogical aim of the moment. These 

practices were varied and included features such as turn-taking procedures, speech modification 

(such as repetitions, the use of vocabulary selection or transition markers), elicitation techniques, 

corrective feedback.  

Moreover, the application of the ‘classroom modes’ of CIC (see section 3.5.1) served as a tool to 

understand the features of discourse the participants’ used in different moments of the sessions. 

For example, G’s use of the ‘managerial mode’ when alternated between L1 and TL when 

introducing an activity; B and N’s ‘materials mode’ when having students work on reading-

comprehension activities from the textbook or G and N’s use of the ‘skills and system mode’ 

during ‘questions and answers’ sessions and during contests, respectively. 

Before closing this section, it is relevant to contrast the literature review about TP presented with 

the research’s findings. The findings showed the following coincidence between Hird et al., (2000) 

results: both studies reported the promotion of interactive activities and practices oriented to the 

development of a supportive classroom environment in YL classrooms. However, the reader 

needs to be reminded that both the research contexts and aims were different. Their research 

was developed in a second language learning context with students who were immigrants and the 

objective of the study was to discover if there were different practices among teachers of adults 

and teachers of children.  
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Regarding teachers’ reported challenges (Copland et al., 2014), the teaching of speaking was not 

reported by the participants of this thesis as a challenging pedagogical area. However, data 

analysis showed that oral skills practice was a main feature of their teaching methodology. 

Further research is needed to understand this teaching area more thoroughly. For example, it is 

unclear what different teachers mean by ‘teaching speaking’ and the specific difficulties they find. 

The exploration of teachers’ answers to the following questions can be a starting point:  What is 

the relationship between EFL primary teachers’ self-confidence (and proficiency) when speaking 

the TL and teaching the oral skills? What is the impact of contextual factors (such as: students’ 

ages, gender, size of the group, frequency and length of lessons) on teaching the oral skills of 

contextual factors?  

In contrast to the second challenge reported by Copland et al., (2014), ‘discipline’ was not 

reported by the participants as a problematic area.  However, it was observed that when 

discipline issues (lacks of respect among students, children who did not want to perform certain 

tasks, restlessness) emerged, they were dealt with immediately and interpreted as groups’ 

problems or home related situations. For example, restlessness in first and second graders was 

sometimes interpreted by G, as a feature of children’s developmental immaturity and sometimes 

as their lack of school skills (holding the pencil, tracing letters, being seated for long periods, etc.). 

B’s narratives revealed that she linked students’ ‘naughty’ behaviour to out-of-school situations 

affecting the child, such as a certain neglect from parents or challenging situations at home.  

8.3 What did the findings reveal regarding the participants’ 

LTC and PPK? (RQ2) 

The answer to this RQ will be given considering two axes. Firstly, the affective dimension of 

primary teaching and how the participants' experiential knowledge is shown in TP. Since the 

answer stems from the frame of the cognitive sphere of teaching, including intellectual, affective, 

attitudinal and moral components, it will refer indistinctly to LTC and PPK.  

8.3.1 The affective dimension of primary EFL teaching 

The most important finding of this thesis was, undoubtedly, the relevant role of affective TP in the 

participants’ classrooms, an aspect that does not have a prominent place in the field of teaching 

FL in YL classrooms.  In the literature review about the field of YL teaching I did not find any text 

about EFL primary teachers’ knowledge and management of the affective dimension of teaching.  
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The three participants showed a sustained effort at meeting children’s affective needs. While 

focused on teaching English, they were continually attentive to helping students engage with 

learning activities, fostering supportive classroom relationships and cultivating positive values.  

Below, participants’ interactions to meet children’s affective needs will be described under three 

categories:  inclusion, differentiation and motivation. 

Inclusion: ‘inclusion’ refers to "the act of including people as parts of a group, list, etc." 

(Cambridge online dictionary) In this line of thought, in this study, ‘inclusion’ complies teachers' 

work to help students feel secure and accepted in the classroom (Enever, 2011).  

The findings showed that inclusion was the major feature of participants' PPK and LTC.  The three 

participants kept attentive to the inclusion of all students in classroom activities and to respectful 

relationships among the groups. Their narratives abounded in examples of how they attended 

interaction to try to create space for learning and interactive space for all.  

Inclusion comprises relevant constructs that help explain teachers' complex work in the 

classroom. One of these is ‘building a supportive environment’ where all students can feel safe 

and belonging. For N, this was a priority, hence, in her groups of pre-teens, the "no mocking" and 

"no one is discarded" ruled the interactive whole-class work and also collaborative teamwork 

during contests. Besides, it was observed that she built a unique relationship of trust and respect 

with each student that was based on how she perceived them: socially, emotionally and 

intellectually. These relationships allowed her to monitor their performance closely and in a 

demanding but loving way. Hence beyond the dynamic, uncontrollable atmosphere of life in the 

classroom, she stood as a serious, fair adult who cared about each of them and who would not 

allow any kind of disrespect. 

Similarly, B would set aside EFL work when there were situations of lack of respect among 

students to have them reflect on the inappropriacy of such actions. She also showed tension 

about the problems that emerged in her groups when having students do collaborative work in 

the science project because some students did not get along and preferred to work alone. Last, G 

would implement collaborative work strategies to have students accept their classmates and lead 

students by example on how to interact with and assist a SEND student during class activities. 

Inclusion did not emerge explicitly in the literature review done for this study. The closest topic to 

it was ‘building a warm environment’ (Moon, 2000; Nikolov, 1999; Pinter, 2006). Nevertheless, 

there were not detailed descriptions nor examples of teachers’ practices about how to build it.  
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The main features of building a warm or supportive environment that emerged from this study 

were: teachers’ attention to keeping respectful relationships and a positive environment in which 

they would stand by students’ performances in a mediator’s role (Nikolov, 1999).  

Differentiation: it can be considered another construct of inclusion because it implies teachers’ 

pedagogical adjustments to reach all students. In this study, differentiation emerged in the 

participants’ stories of students as individual cases. They revealed the individualised work they did 

to attend to students’ learning styles and needs and their broader socio-emotional development. 

For example, differentiation emerged in G’s narratives of awareness of the developmental 

process of her young students, in B’s descriptions of the kinds of instructions and activities that fit 

students’ learning styles and in her concern about students that seem to get demotivated and 

“stop trying”. Last, N's PPK was applied continuously to monitor students individually, which 

showed in her narratives about scaffolding students learning and ipsative assessment. It also 

showed in her interest in developing students’ self-awareness and awareness of differences 

among the group (in students’ TL level, capacities or skills). This was intended to help less 

knowledgeable or slower students accept themselves and stop suffering by comparing themselves 

to more knowledgeable students and say with pride: “I’m trying. I’m trying to learn and that’s it.”  

Differentiation was one of the main challenges reported by Copland et al., (2014) and it was 

highlighted as a feature that needed further research in specific contexts. In this line of thought, 

they mentioned that several teachers’ comments referred to students “as not being strong at 

learning languages, or having a special education need of some description.” (p. 747) The findings 

of this Ph.D. study pictured cases of differentiation such as students with heterogeneous levels of 

English and different skills, SEND students and students who misbehaved. They also showed that 

participants reacted differently to differences. For G, attending SEND students and “immature” 

first grades were perceived as very challenging. B and N did not report differences as particularly 

challenging.  Moreover, N applied challenging, collaborative practices that nurtured a community 

of learning where more knowledgeable students could scaffold less knowledgeable or SEND 

students and where some less knowledgeable students could start accepting differences.  

Motivation: some of the participants' narratives and practices coincided with what researchers 

and YL specialist state about it. For example, Dörnyei (2001) adviced about the importance of the 

choice of materials and activities and their adjustment to students' interests. This issue was 

prominent in G's careful choice of classroom activities and teaching materials. It also showed in 

B's reference to her selection of special projects in phrases such as “I suggested a science project 

and they loved it”, and in N's use of contests to have students engage in practicing the TL 

because, in her opinion, playing allows learning while avoids anxiety (Nilsson, 2019). 
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Besides, it seems that activity or material selection, for the participants implied TP that showed 

appropriate management of classroom interaction and control, which links to Enever's idea about 

the importance of gaining and maintaining students' interest (Enever, 2014). Another 

characteristic of motivation illustrated by participants' narratives was their belief in the teachers’ 

relevance in generating the conditions to engage demotivated students (Dörnyei, 2001). 

So far, we reviewed teachers’ practices that could enhance motivation by mediating learning, 

building a supportive environment and generating adequate educational challenges. However, 

participants’ narratives also hinted that students’ involvement in learning and motivation could 

fluctuate. For example, this was observed in B's stories of students demotivated and then 

motivated or vice-versa and in N’s reference to a positive change in students’ attitude. This kind 

of narratives seem to indicate that YL’ affective factors are not stable, a conclusion that was also 

reached by Djigunovic (2012) in her study about attitudes and motivation.  

To conclude this section, it can be said that the participants’ affective TP are an essential part of 

their experiential knowledge acquired in life experiences and classrooms. Their affective 

behaviours resonate with the concept of emotional literacy (EL) described by Sharp (2001) as “the 

ability to recognise, understand, handle, and appropriately express emotions” that manifests 

when people use their own emotions to help others succeed. (p.1) According to this author, EL 

should be valued highly in educational environments such as school and family and educating the 

whole child should be reinstated. 

Last, this thirteen-month investigation demonstrated that inclusion practices were born from a 

deep knowledge of students and that it took time to develop. Besides, it showed that inclusion TP 

took determination and patience from teachers to develop and give positive results.  

8.3.2 Learning how to teach 

Roters (2017) explains that professional knowledge is an amalgam of different domains which are 

intertwined. This view coincides with Verloop et al., (2001) who describes teacher knowledge as 

an “overarching, inclusive concept summarizing a large variety of cognitions, from conscious to 

unconscious unreflected intuitions”. (p.446) In an LTC-PPK study such as this one, it seems timely 

to consider participants’ self-reported sources of teaching knowledge in the frame of their 

professional profiles.  

This study confirms the relationship between teacher learning (schooling and professional) and 

classroom practice reported by Borg (2003, 2006). Interestingly, it was observed that for G, the 

apprenticeship of observation was a main source of her LTC and PPK. Her childhood memories as 
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a primary learner were foundational to the way she teaches her young students. Similarly to 

Roothfoot (2017) results, G wants to teach differently from the way she was taught. In this line of 

thought, it is relevant to highlight that her memories as a child and young adult language learner 

shaped her teaching methodology. In her classrooms, she pursues extensive language oral 

practice as a means of language processing and learning. However, her narratives revealed that 

this methodological rationale emerges from her experiential knowledge and has not been 

complemented by any kind of theoretical knowledge from the fields of language acquisition or YL 

FL teaching. 

In her teaching career, G has been learning and trying different practices. The sources that 

emerged in her narratives for this pedagogical input were colleagues (both generalist or EFL 

teachers), the teacher's textbook she uses in Moderate School and her own ideas that seem to be 

born as an answer to contextual factors (such as students' profiles, the kind of interaction that fits 

groups' profiles, the need to adjust certain contents from the textbook to students’ learning 

abilities and interests, the proximity of institutional testing).  

B’s narratives did not make explicit references to the sources of her pedagogical knowledge and 

when asked about it in the Professional profile interview, she explained that she took 

methodological ideas from many teachers (“Gosh! From all.”) and from her own teaching 

experience as when she does her “weird experiments that sometimes work and sometimes 

don’t.” (Initial interview, January 27, 2016) Her narratives did not link her successful history as an 

EFL learner in a bilingual school and her positive childhood experience in Canadian summer camps 

with the experiential knowledge she applies to develop her courses.  

Conversely, N’s narratives revealed that her professional training as an EFL teaching assistant was 

the main source for learning how to teach and the one that still guides her teaching. She, like B, 

had a positive apprenticeship of observation in her bilingual schooling as a child. However, the 

essence of the underpinnings of her practice stemmed from the hands-on teacher education she 

was immersed in for about two years at her mentor’s private language school.  

Discipline knowledge: regarding participants' language content knowledge, it was noticeable that 

the way they communicated the underpinnings of their teaching practices differed. While N 

described her language knowledge using the jargon of language teaching by using g terms such as 

‘language skills’, ‘syntax’, ‘grammar’, ‘motivation’, G and B expressed themselves in more 

colloquial terms. For example, N would mention the language skills students worked on with 

different activities, while G and B would not. Besides, it also seems that G and B’s limited 

discipline knowledge did not allow them the be autonomous users of the textbook. On the 
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contrary, they followed it page by page and would not dare to make a decision such as N’s about 

not covering the whole book.  

Secondly, N was the only participant who acknowledged using a particular teaching method and 

being aware of the adaptations she made to it to comply with the school requirement of teaching 

from the textbook. Within the framework of LTC-PPK, it can be said that from the multiple sources 

of experiential knowledge, G and B do not seem to consider their specific teacher training 

explicitly, as the main source of pedagogical knowledge.  

Last, none of the participants referred explicitly to their conceptions of professionalism about 

primary language teaching. They were able to enter into the field of English language teaching 

because they had been English learners for several years and complemented this language 

knowledge with a Mexican (non-official) EFL teaching credential (the cases of G and B) and with 

teaching experience (the case of N). In G and B’s cases, their teaching education lasted for about a 

year or two and it was mainly about methodological issues and not about teaching YL. G and B 

hold a university degree but not in EFL teaching, which globally, seems to be a very common YL 

EFL professional profile (Copland et al., 2014).  

To conclude, it is relevant to view the findings presented in this section in contrast to what the 

literature presents as EFL teacher professional knowledge domains. The participants’ practices 

showed that their content knowledge is mainly about English grammar with the exception of N, 

who is acquainted with some technical knowledge about the sounds of English.  Regarding 

pedagogical content knowledge, they demonstrated that their experiential knowledge reflects 

certain intuitive notions about how to engage students in learning a foreign language and how to 

adapt materials to students’ abilities and English levels.  

They also hold experiential knowledge about the specific context of Moderate School, including 

some SEP educational policy features. This knowledge was gained through their professional work 

there and at other institutions but it did not seem to include theoretical knowledge about other 

kinds of EFL YL programs or about how to plan and evaluate students’ achievement in the FL.  

Last, their practices showed experiential knowledge of classroom management and the selection 

of teaching materials and activities. 

 



Chapter 8 

184 

8.4 What did the findings reveal about the participants’ tensions 

between their PPK and their actual teaching practices? (RQ3) 

PPK comprises practitioners’ experiential knowledge which develops in time. PPK is also about the 

dynamic way in which teachers direct and apply their experiential knowledge to respond to the 

realities of their classroom (Clandinin & Connelly, 1986). Hence, when tensions develop, 

practitioners try to overcome them, which generates the acknowledged and continuous search of 

balance (Fierro, 2016; Nias, 1989). Sometimes contextual factors such as the groups’ 

characteristics, a mandated program or the educational policy guidelines pose situations that 

become a challenge for the teachers to get over (Golombek, 1998). In this section, the tensions 

that emerged in the participants’ narratives of PPK and how they dealt with them will be 

discussed. 

The institutional program: whilst the participants were broadly positive about the textbook and its 

contribution to teaching and learning, tensions were also expressed which exemplified a clash 

between teachers’ understanding of the learning process and stakeholders’ expectations. The 

teachers perceived that the textbook was evidence for progression for parents and school 

leadership (Hutchinson and Torres, 1994). 

G sees advantages in using the textbook (many of the themes, activities and sequences to 

introduce and teach contents), but she also showed she had a bit of a dilemma: she would rather 

select the contents that fit her students’ learning profiles and interests instead of covering the 

whole book. On the one hand, the textbook for first graders assumes students already have some 

knowledge of English and literacy skills which is not always her students’ case. On the other hand, 

she prefers “quality than quantity” and the pace she needs to take to cover the 18 units does not 

allow enough time to follow her teaching principles (oral practice of contents and extensive 

recycling). Nevertheless, it seems she hesitated when positioning herself about using the textbook 

as a program because she explained she designed her own program but she did not like it and 

that she finds the sequences and the kinds of collaborative work the textbook proposes useful. 

B seemed to be satisfied with the textbook, although she commented she had to complement it 

with her own ideas for having students practice oral skills and grammar. For N, using the textbook 

as the course program implied adjusting the teaching method she learnt from her mentor to the 

institutional conditions of Moderate School. Other challenges posed by teaching from the 

textbook were contents she considered irrelevant for her students (such as a unit about the 

names of teeth) or reading texts and grammar topics above her students' level of English and 

development. 



Chapter 8 

185 

To conclude, it can be said that although the participants use the textbook as the main source of 

input for their EFL courses, the delivery of the textbook contents is strongly mediated by their 

PPK. Moreover, this mediation extends to the participants' commitment to complement the 

course with students' extensive practice of the oral skills: G's daily sessions of games and 

‘questions and answers’; B's special projects and N's ‘end of the unit mega contests’ and daily 

contests. 

Contextual factors: this study had as one of its aims exploring the participants' views on different 

contextual factors and how they dealt with them. As a reminder to the reader, contextual factors 

such as students and groups' characteristics, the institutional program and setting, the 

educational policy are key to discovering features of practitioners' PPK (Clandinin, 1985) and LTC 

(Borg, 2003, 2006). 

During data collection, G expressed her tensions produced by her groups and individual students' 

characteristics. She wanted her students "to manage" the English content they had studied, but 

sometimes students' developmental immaturity, limited literacy or lack of collaborative-work 

skills did not permit it. Besides, she often commented that practices and activities that were 

successful and well-liked by one of her groups could not be applied to other groups. Interestingly, 

the ‘images’ (see section 5.8.2) she chose to describe the work she feels the groups ask for, 

pictures how her LTC and PPK needed constant adjustments to students and groups’ profiles.  

Another important source of tension for G was SEND students because she was neither informed 

about their disabilities nor how they should be treated or taught. It was challenging for her to 

plan and attend to such varied students' learning and behaviour profiles. Last, G also referred to 

SEP's constraints, such as the prohibition to close the classroom curtains, which was a cause of 

distraction due to the strong light and heat that disturbed students. 

As explained in section 6.8, three main sources of tension emerged in B’s narratives: her students’ 

disrespectful attitudes among themselves, the difficulty some students had to do collaborative 

work and students’ individual problems. In regard of the first and second causes of tension, her 

personal philosophy (values and search for what is believed to be best for students) dictated 

spending time talking to students to try to foster a positive classroom environment (Dörnyei, 

2001) which not always showed the results she expected (as when some students preferred to 

work alone in the science project). Last, when she detected students’ changes in behaviour or a 

certain demotivation, she tried to find its causes. Meanwhile, she deployed her motherly attitudes 

(Nguyen, 2016) and differentiation practices on the troubled student to enhance language learner 

positivity (Dörnyei, 2001). 
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N’s narratives revealed the following teaching constraints and how she overcame them. In the 

first pre-observation interview she referred to some students’ initial lack of interest in the course 

(see section 7.7) and to the cases of students who felt incapable of learning EFL and felt 

uncomfortable because other students were more knowledgeable. To foster language learner 

positivity, she designed competitive and fun activities (contests). Simultaneously, she applied 

differentiation techniques and gave emotional support to have those less knowledgeable students 

learn at their own pace and accept their situation. Another challenge she met was that there were 

bullying attitudes among students, which were controlled by her stern prohibition about mocking. 

To sum up, to deal with the tensions mentioned in this section, she applied her experiential 

knowledge to adjust the teaching methodology to her students and group’s profiles and 

developed practices to help all students belong and participate in the classroom as a community 

of learning. 

8.5 Limitations of the study 

I will mention the limitations of the study I am aware of. Firstly, the small number of participants 

in this study means that the findings relate to each of these in-service EFL teachers’ idiosyncratic 

characteristics. This implies that caution should be taken in applying the study findings to other 

teaching contexts. These teachers were not intended to be representative of teachers elsewhere. 

Besides, the nature of LTC and PPK, which explores the mental side of teaching as well as their 

experiential knowledge, highlights the need for treating cases individually. 

The nature of the teaching context reveals particular and local characteristics. This is always so, 

but in addition to the acknowledged peculiarity of each teaching context, features such as the 

quite unusual length and frequency of lessons, to small groups of middle class, Spanish speaker 

Mexico City students, highlights the need for caution in assuming the relevance of this study 

results in other teaching contexts in Mexico and elsewhere. Nonetheless, context is richly 

described and documented in this study to support readers’ interpretation of its findings. 

Thirdly, the study makes no claims about the effectiveness of teachers' practices or the effect of 

these practices on YL's learning. Although these issues are underlined as an urgent focus of 

research in reviews about the boundaries of LTC (Kubanyiova, 2015), this study was focused 

exclusively on describing the underpinnings of in-service EFL teachers' practices which is also an 

area that needs to be explored. In this line of thought, another limitation of the study was that, 

since the research design allowed the participants to select the practices they wanted to 

showcase and those were the topics of the interviews, their conceptualization of their use of the 

textbook was not explored per se. The findings about the use of the textbook originated in class 
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observations and brief interviews about the participants’ opinions of the textbooks. They do not 

show the participants’ conceptualization of the textbook nor their knowledge (or lack of it) about 

the principles applied when designing that series. The reason for this was my lack of expertise 

both in analyzing the design of the textbook and developing an appropriate semi-structured 

interview for that purpose.  

Closely related to the topic of participants’ self-selected practices mentioned above, it needs to 

be reminded that the fact that I originally told them I was interested in observing oral skills work 

could have influenced their choice of the kinds of activities they decided to showcase. 

Fourth, I believe that exploration about the participants' underpinnings of their use of L1-TL was 

not deep enough. Since they have had a very brief and general training to become teachers, I 

considered it inappropriate to ask them about this issue because I realized they may not have 

professional content knowledge about it. I just witnessed their broad interest in having students 

hearing input in English.  

Finally, my role as a researcher, a school parent and a colleague may have impacted the study in 

terms of the way participants communicated the rationales of their teaching practices. 

Additionally, the participants may have felt the need to impress me with their classes, in my role 

as a colleague or a researcher. 

8.6 Main contributions 

The contributions of this thesis can be presented under three headings: primary EFL teaching, 

Language Teacher Cognition (LTC and PPK) and Second Language Language Teaching (SLTE).  

Primary EFL teaching:   as mentioned in Chapter 1, the literature on YL teaching and learning still 

looks like an unfinished tapestry with few pieces representing its different subfields. This study 

findings enhance our understanding of individual EFL teachers’ daily work. Besides portraying 

three EFL primary teachers TP, it showed examples of how practitioners try to match the 

institutional mandates with their personal philosophy. 

Textbooks as standalone or combined with other resources are widely used in the global model of 

pedagogy in primary EFL courses school settings. (Rixon, 2013). This study documents how 

teachers work in textbook-oriented classroom and supplement provision through a range of 

language use activities. 
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This study also explored the delicate and subtle work in-service EFL primary teachers do in the 

classroom, which showed an understanding of the importance of age-appropriate pedagogy 

(Murphy, 2014) which includes the socio-emotional and affective aspect of practice. 

Language Teacher Cognition: research on LTC and PPK advocates that TP is defined by the complex 

interaction among teachers' cognitions and situational factors (Borg, 2006). This study added 

detailed descriptions of primary EFL teachers’ TP and their underpinnings. 

The findings illustrated the sociocultural view of teaching by showing, on the one hand, that 

teachers’ knowledge is socially negotiated and socially situated. The participants were able to 

adjust their pedagogical knowledge, beliefs, aims and values to different educational events, 

classrooms and students (Johnson & Freeman, 2001). On the other hand, the findings also 

confirmed and illustrated that teachers’ knowledge is dynamic  (Johnson & Kuerten Dellagnelo, 

2015) (see section 3.3.2): constructed, revisited and reconstructed from many sources, such as 

their personal experience as students, language learners and colleagues to respond to the 

urgency of educational events and to practitioners’ personal philosophy. This dynamism was seen, 

for example, in how the participants’ perceptions of individual students impact their practice 

when they generate differentiation practices to sustain students’ involvement in classroom work 

and learning. Another example of this dynamism that pictures teachers’ knowledge as situated 

and socially negotiated was when the participants deployed practices to build an inclusive 

environment. 

The teachers clearly believe that active language use and progress is likely to underpin learner 

positivity and motivation (Dörnyei, 2001; Nikolov, 1999). Interestingly, the beliefs and knowledge 

that underpin their daily classroom routines are grounded in some understanding about language 

learning (such as recycling, the pedagogical use of L1 and TL in the classroom, grammar teaching 

and practice) generally based on prior experience as a learner (Gilje, 2014; Roothfoot, 2017). This 

study has also shown that the primary teachers' LTC and PPK also comprised strong rationales 

around socio-emotional development and supportive classroom environments (Cable et al., 2010; 

Nikolov, 1999; Scott & Ytreberg, 1990). Therefore, it shows that only a part of their practices was 

grounded in concrete understandings about language learning and, rather reflect primary school 

practice as emotional labour (Nias, 1989). 

A methodological contribution was that PPK and NI research perspectives proved to be 

appropriate means to try to build a researcher-participant relationship because inviting teachers 

to narrate the underpinnings of their practice while accompanying them in-site allowed for the 

generation of rich data and it was a respectful way of valuing their lived professional experience. 

Furthermore, the approach seemed to be well-received by the teachers because they appreciated 
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having someone genuinely interested in listening to their experiential knowledge and teaching 

concerns. To conclude, it can be said that to obtain quality data, it seems necessary to allow 

enough time to build a genuine relationship in which both the participants and the researcher find 

elements that respond to their professional and personal needs. 

SLTE: this study’s findings provided valuable information regarding the kind of work in-service 

teachers with a professional profile characterized by knowledge of English and a lack of formal 

education in teaching English to YL can do in a specific local context. Besides, the detailed 

description of the impact of contextual factors on teachers’ practices shed some light on the 

practicalities primary teachers may face in different contexts. 

Other contributions: Classroom Interactional Competence proved to be a viable theoretical 

framework to study primary EFL teaching practices. It was a useful lens to observe and analyse 

one of the essential elements of teachers’ delicate classroom work: teachers’ management of 

interactional competence. In this line of thought, Fierro et al., (1999) proved to be as well a 

theoretical tool that permits the investigation of primary EFL practice in a broader frame. 

Language teaching practices are not isolated. They occur concurrently with a myriad of other 

kinds of practices meant to include and educate the whole child. 

8.7 Implications of the study 

The discussions of the study findings have important implications for in-service language teacher 

education and YL EFL pedagogy as well as for continuing research on PPK and LTC in YL 

classrooms. 

In-service language teacher education: the study findings suggest that in-service teachers who 

have had only a brief and general training about teaching EFL but who are fluent in English could 

benefit from CPD courses that enhance their knowledge of concepts and terminology of EFL 

pedagogy for teaching children. They could allow them not only to understand better the 

teacher's textbook explanations that sometimes guide their planning but also to access the 

bibliography (books and journals) on YL EFL teaching and learning. Besides, it will help them to 

understand better and describe their own practice contributing to their sense of belonging to this 

profession. 

In this line of thought, the findings seem to indicate that in a socially-situated perspective of 

language teachers' learning and performance, teacher's education and CPD should prepare the 

teachers for the practicalities of real classrooms. Regarding the complexity of teaching practices 

and how they are linked to the institutional and the cultural contexts, the findings align with 
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Copland et al., (2014) suggestion about designing local teacher education programs that can 

support teachers to meet the challenges they face in their day to day practice.  

8.8 Recommendations for future research 

More research on EFL primary teachers LTC and PPK is needed to get a clearer picture of what it 

means to be a YL EFL teacher in different locations. Secondly, LTC and PPK studies on EFL primary 

contexts need to expand their aim from looking only to teachers thinking and its relation to EFL-

oriented issues to its relationship with the affective sphere of teaching practice, to the 

assessment of students’ progress and achievement in the EFL (Kubanyiova, 2015) and to teachers’ 

identity construction and reconstruction (Clandinin et al., 2013; Tsui, 2007).  

Thirdly, little is known about the kind of knowledge EFL in-service teachers with different 

professional profiles in-service apply in different contexts. For example, Gilje (2014), in a research 

that included teachers with varied professional profiles, found that LTC is multifaceted and that 

practices were only partially influenced by formal teacher training. This Ph.D. study documented 

teachers practices of teachers who had not had formal theoretical education in the fields of 

applied linguistics that feed SLTE (language acquisition, language analysis, teaching methodology) 

(Freeman, 2009).  Investigating the kind of knowledge in-service teachers apply and their 

underpinning can feed-back local SLTE educators and policy makers. 

Last, the implications of the acknowledged fact that in EFL teaching language is both the matter to 

be taught and the means to teach needs to be studied in YL classrooms. It is unknown how EFL 

primary teachers’ use of the FL can facilitate learning. This kind of research should explore deeply 

local classroom contexts in order to observe different issues about teachers’ language 

management to aid learning students’: understanding of instructions, language use and language 

achievement. CIC, which was born as a proposal to have teachers reflect on their classroom 

interactive management to enhance students’ language learning and which has not been applied 

yet in primary EFL classrooms could be a useful tool. 
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Appendix A Pilot and main study semi-structured 

interviews 

A.1 Pilot study initial and pre- and post-observation interviews 

Purpose: to find out about the teacher profile and to have her explain her lesson plan. I was interested in 
her description and objectives of the activity “show and tell” which I was going to observe. 
Note: the interviews were done in Spanish. However, this appendix presents either an English version or 
a version in Spanish with translations 
Introduction to the initial semi-structured interview 
First of all, I want to thank you for giving me some of your free time. I know how busy you are. I also 
appreciate the fact that you accepted sharing your teaching experience and expertise with me. How could I 
compensate/repay you? Is there anything you would like me to do to give you back the time and work you 
are offering to me? 
I wanted to ask you about your language preference. In this interview, shall we speak in Spanish or in 
English? I know you are very fluent in English, but I don’t know in which language you will feel more 
comfortable. 
Initial or professional profile interview 
Section 1: Teacher profile and background 
How old are you? 
How long have you been working as an EFL children’s teacher? 
Have you ever taught adults or teenagers? 
Why/when did you decide to become an English teacher?  
How/where did you learn English? 
Have you taken English classes at school when you were a student? 
If you have, what were those classes like? Did you like them? What do you remember about your EFL 
teachers? 
Have you ever lived in an English-speaking country? 
Do you have a teacher’s certificate? When and where did you take the teacher training course? 
What do you like most about being a primary EFL teacher? 
Do you find this job challenging? Why/Why not?  
How long have you taught at this school? 
Pre-observation interview 
These are some of the questions I asked the teacher in the interview previously to observing the “show and 
tell” activity” 
Do you mind if I see your lesson plan? Can you tell me a little bit about it? 
Could you help me understand this activity objective (s)? 
What is this activity like?  
Why do you propose this activity to the children? 
What’s your main purpose while doing this activity? 
Which are the instructions you will give to the children before doing the “show and tell activity”? 
In your opinion, what could the children get from doing this activity? 
What do you expect from it? 
Do you believe all the students will be able to perform this activity?  
Do you believe they will find it challenging/amusing/difficult? 
Post-observation interview 
Shall we speak in English or Spanish? 
Can you tell me your general opinion about the “Show and tell performances? 
Let’s take one grade at a time. Shall we start with third grade? Please, tell me your general opinion about 
students’ performance of the “show and tell” . What did you expect?  
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A.2 Main study semi-structured interviews 

A.2.1 Initial or professional profile interview 

I am currently doing a Ph.D. research about how primary teachers enact their knowledge in the classroom. 
This anonymous questionnaire will provide information about your professional background. The 
information you give me will be protected, in the sense that nobody except me will see it or use it. 

1. En qué rango de edad se encuentra usted/ Range of age 
20 a 30 años 
31 a 40 años 
41 a 50 años 
Mayor de cincuenta años 

2. Indique su grado máximo de estudios/ Maximum of studies degree reached 
Preparatoria 
Pasante de licenciatura 
Licenciatura 
Pasante de maestría 
Maestría 
Pasante de doctorado 
Doctorado 

3. Si cuenta con estudios universitarios especifique en qué son/ Name of the B.A and of other 
university studies 

4. ¿Cuenta con alguna certificación como docente de inglés? En caso afirmativo especifique cuál o 
cuáles y la duración de los cursos que llevaron a dicha certificación/ Credentials or Certificates of 
English teacher 

5. Si ha aprobado alguno de estos exámenes u obtenido algunos de los diplomas que se mencionan a 
continuación indíquelo, por favor./ Specific names of certificates 

_____Examen Internacional English Language Testing System (IELTS) 
_____Teaching Knowledge Test (TKT) 
_____Examen Cambridge Preliminary Test (PET) 
_____Examen Cambridge First Certificate in English 
_____Examen de Cambridge Certificate in Advanced English (CAE) 
_____Cambridge Certificate of Proficiency in English (CPE) 
_____Certificate for Overseas Teachers of English (ICELT o COTE) 
_____Diploma for Overseas Teachers of English (DOTE) 
_____Curso de Formación de profesores de ingles (UNAM) 
_____Exámenes CENNI de la SEP (Indicar niveles_______) 
_____TOEFL institucional (Indicar puntaje_____) 
OTROS (Especificar _________________________________________________________ 
 

6. ¿Cuenta con formación específica para enseñar inglés a niños?/ Have you received special training 
for teaching English to children? 

7. En caso de respuesta afirmativa, indique por favor, el nombre y tipo de formación que ha 
recibido./ If your answer was “yes”, please, specify which 

8. ¿Ha recibido alguna capacitación del PNIEB o del Programa Nacional de Inglés de la SEP?/ Have you 
taken any SEP training for primary English teachers? 

9. En caso afirmativo, especifique en qué consistió y la duración que ha tenido./ If your answer was 
affirmative, please, specify which… 

10. ¿Cuántos años o meses ha trabajado como docente de inglés?/ How long have you worked as an 
English teacher? 

11. ¿Cuántos años o meses ha trabajado como docente de inglés de niños? How long have you worked 
as a primary English teacher? 

12. ¿Cuál es su antigüedad en años o meses trabajando como docente de inglés en esta escuela? How 
long have you worked in this school as an English teacher? 

13. ¿Trabaja actualmente como docente de inglés de niños en alguna otra institución? Sí-No.  
Are you currently working as a primary teacher in any other institution? Yes-No. 
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A.2.2 Pre-observation interview 

¿Qué planeas hacer en esta clase?/What’s your plan for this session? 
¿Cuál es tu objetivo u objetivos para esta sesión?/What are your objectives for this session? 
¿Con qué materiales (si es que vas a usar alguno) vas a trabajar?/What materials (if any) are you going to 
use in this session? 

A.2.3 Post-observation interview 

¿Qué vimos hoy en la clase?/What did we see in today’s session? 

A.2.4 Final interview 

¿Cómo concibes la enseñanza-aprendizaje del inglés en esta escuela primaria? NO HAY RESPUESTAS 
CORRECTAS O INCORRECTAS; solo quisiera conocer tu perspectiva sobre este tema./ What’s your view of 
teaching-learning English in this primary school? There are not right or wrong answers 
Solamente yo voy a ver las respuestas de esta entrevista y no las voy a compartir con ninguna persona de 
esta institución, ni fuera de esta institución. Sus respuestas me van a servir para complementar los datos 
del estudio de doctorado en el que ustedes me hicieron favor de participar. De antemano, muchas gracias 
por su tiempo./Only I will see your answers to this interview. I will not share them with anybody in or 
outside this institution. Your answers will be useful to me to complement the study data of the Ph.D. 
study in which you generously participated. In advance, let me thank you for your time 

1. ¿En qué grados escolares enseñas en este año escolar?/What grades are you teaching this school 
year? 

2. A) Por favor, clasifica las siguientes actividades según te parezcan “ADECUADAS” o “NO 
ADECUADAS” para el aprendizaje de inglés de tus alumnos./Could you please clasify the following 
activities in approproate or not appropriate according to your opinion? 

B) Por favor, dime las razones de su clasificación. /Please, can you tell me the rationale of those opinions? 
C) Puedes agregar más actividades, si así lo deseas, y clasificarlas./You can mention other activities if you 
want. 
 

ACTIVIDAD ADECUADA NO ADECUADA RAZONES 

Escuchar cuentos o textos en 
inglés/listening to texts or stories in 
English 

   

Escuchar el CD del libro/listening to 
the textbook CD 

   

Jugar juegos de mesa (memorama, 
la oca, adivina quién, dominó, 
etc.)/Playing table games 

   

Cantar/singing     
Completar el libro de 
ejercicios/Doing the textbook 
exercises 

   

Trabajar “spelling”/Spelling 
activities 

   

Copiar oraciones del libro de 
texto/Copying sentences fro the 
textbook 

   

Los juegos de movimiento como 
“Simon says”, “las escondidillas”, 
“las traes”, etc./Movement games 
such as “Simon says”, “Hide and 
seek”, etc. 
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Hacer presentaciones orales sobre 
objetos familiares (mi mascota, un 
juguete, etc.)/Giving oral 
presentations about familiar 
objects 

   

Responder preguntas en 
inglés/Answering questions in 
English 

   

Leer textos en inglés en voz 
alta/Reading aloud 

   

Hacer todos los ejercicios del 
“student’s book”/Completing the 
student’s book 

   

Aprender la gramática del 
inglés/Learning grammar  

   

Hacer presentaciones orales sobre 
temas escolares o 
académicos/Giving oral 
presentation about 
academic(school) topics 

   

Otras actividades que quieras 
sugerir/Other activities you want to 
suggest 

   

 
3. Para ti, la habilidad oral en inglés de tus alumnos se manifiesta en:/For you, your student’s oral 

skills can be observed when…  
4. ¿Cómo consideras que se fue dando el desarrollo de la habilidad oral en inglés de tus alumnos 

desde que ingresaron a la primaria hasta ahora? Describe el proceso, por favor./How do you think 
your students have developed the oral skill in English since they started primary? Describe the 
process. 

5. Menciona cinco de tus prácticas docentes y/o actividades del salón de clases que consideras que 
favorecen mucho el desarrollo de la habilidad oral en inglés de sus alumnos./Mention 5 of the 
teaching practices or classroom activities that you believe can enhance students’ oral skills. 

6.  ¿Qué puntaje le asignarías a estos factores según la importancia que tengan respecto al 
aprendizaje de inglés de tus alumnos? Asigna un valor del 1 al 5 (donde “1” equivale a “nada 
importante” y “5” a “muy importante”./Assign 1 to 5 to these factors. Consider their importance: 
1=not important and 5= very important. 

Factores que influyen (o no influyen) en el aprendizaje de inglés de tus 
alumnos de primaria/Factors that influence or not influence in your 
students’ English learning 1 2 3 4 5 

El apoyo de la familia con las actividades que se dejan de tarea/Families’ 
support with homework 

     

El interés de los padres de familia en que los niños aprendan inglés/Parents’ 
interest in students’ learning English 

     

Que los padres de familia dominen el inglés/Parents’ knowledge of English      

Que los niños viajen con su familia a lugares angloparlantes/That students 
travel to English speaking countries 

     

Que en el salón de clase haya orden (respeto, disciplina y normas de 
trabajo/That there is order in the class (respect, discipline and norms) 

     

Que los niños asistan diario y puntualmente/Students’ punctuality      

Que el maestro cuente con el material didáctico (libro del maestro, 
grabadora, CDs.)/That the teacher has the necessary materials and devices 
for teaching 
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Que los niños traigan su material para trabajar en clase (libro, tareas, 
etc.)/That the children bring the materials they need to work -textbook, 
homework, etc. 

     

El nivel de inglés del maestro/The teachers’ level of English      
La aplicación periódica de exámenes sobre lo visto en el libro de texto/The 
regular application of exams 

     

Que hagan tarea en casa/Doing homework      

La estabilidad emocional de los niños/Students’ emotional stability      

El ambiente en casa (que haya cierta estabilidad emocional y atención a los 
niños)/The family environment (emotional stability, attention to children) 

     

Que el nivel de inglés de los niños del salón sea homogéneo o parejo/That 
the students have a similar level of English 

     

Que los niños tengan una madurez y habilidades similares/That students 
have similar maturity and skills 

     

Que la institución apoye al maestro con los problemas de disciplina o de 
salud o de comportamiento de los alumnos/School support to assist 
teachers when there are discipline, health or behaviour problems  

     

Que el maestro solo les hable en inglés/That the teacher speaks only 
English in the classroom 

     

Que los niños traten de dirigirse al maestro en inglés/That students try to 
speak in English when addressing the teacher 

     

Otro(s): ¿Cuál o cuáles serían?/Others -which?      

¡¡MUCHAS GRACIAS POR SU TIEMPO Y COLABORACIÓN!!/Thank you very much!
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Appendix B Samples of data from the three 

participants 

 
B. 1 
Participant: Gaviota 
Set 3 
Date: May 19th, 2016 
Observation and post observation 
Second grade  
Duration: 8:38 
 
Data transcription convention: 
 
Turns are indicated by the initial of the participant pseudonym (G= Gaviota; R= interviewer).  
A student’s turn is indicated with the letter “S”. When there are subsequent turns by other students it is 
indicated with the letter “S” plus a number: Example: S1, S2, S3. 
Choral answers by several students are identified with Ss. 
Fillers are indicated with “um” or “er”. 
When speakers ask for silence it is indicated with: Sh 
Clarifications are indicated between square brackets [  ] 
A pause is indicated with: … 
 
 
Class observation 
 

1. G: When did you go to the supermarket? [G. has a bad cough. She seems to be having a cold.] 
2. S: [ A student asks -like singing-] ¿Puedo ir al baño? 
3. G: Sí. 
4. S: um, when did you go…  
5. G: I went… 
6. S: I went… 
7. G: I went  
8. S: I went the the … supermarket, um, Sunday. 
9. G: Last Sunday. Ok. [She clears her throat.] When did you go to the movies? When did you go to 

the movies? 
10. S: I went to the movies…today. 
11. G: No. 
12. S: Last night. 
13. G: Last night, ok. When did you [she clears her throat again.] When did you…read er the last book? 

When did you read the last book? 
14. S: I went… 
15. G: I read 
16. S: I read er…book… Sunday and… 
17. G: The last Sunday?  Ok. I read a book  
18. S: I read a book… 
19. G: The last Sunday. Ok [A girl says thank you _ I do not remember why-]. OK. When did you… 

[Some children talk and G and I say: “sh”] When did you study er mathematics? When did you 

study mathematics? 

20. S: Um, I study mathematics um Monday. 
21. G: Last Monday. OK 
22. S: Last Monday. 
23. G: Now, when did you play with your friends? 
24. When did you play with your friends? [She repeated the question three times]. 
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25. S: I play…my friends 
26. G: With my friends 
27. S: I played… with my… friends yesterday. 
[Some kids and G coughed] 
28. G: When did you visit your grandparents? When did you visit your grandparents? 
29. S: I went … Monday  
30. G: Sunday  
31. S: Sunday 
32. G: Last Sunday.  
33. S: Last Sunday and yesterday. 
34. G: Now, who can tell me when you… eat.. hamburgers?  
35. S:  I eat… 
36. G: Ate. 
37. S: I ate hamburgers 
38. G: Hamburgers – [she calls someone’s attention]: José!- 
39. S: um Tuesday. 
40. G/S: Last Tuesday. 
41. G: Now, now, Pablo pay attention, please. Ah, let me see. When did you go to the theatre?  When 

did you – José! 
42. S: ¿A qué hora llegó Salomón? 
43. S: A las horas. 
44. G: Sh, sh, sh,when did you go to the theatre?  I… 
45. S:  I… 
46. G: went 
47. S: went…go to the theater… 
48. G: I went  
49. S:  went go 
50. G: I went. 
51. S: I went to the/G: (interrupts her) last… 
52. S: last 
53. G: weekend 
54. S: weekend 
55. G: Ok, I went last weekend. OK when did you mmm did you play piano?  
56. G: When did you play piano? I know you play piano. When did you play piano? 
[Some children make noise and then they remained silent again.]  
57. S: ¿Qué? 
58. G: Ok, another. When did you study um for the exams?  
59. S: mmm mmm mm mmm (The student made /m/ sounds like music. It followed a certain rhythm.) 
60. G: I studied… 
61. S: I study… 
62. G: Yes? 
63. S: Yes [he echoes the teacher]. 
64. G: form my exams [he almost repeats at the same time] S: for my exam… 
65. [José makes noises and G: says “José!”]  
66. S: um. 
67. G: last… 
68. S: last weekend. 
69. R: [G looks at me as if asking for my opinion.]  They were good.  
70. G: Más o menos. 
71. R: No. Very good! 
72. G: Now, Ok, when did you help your mother? 
73. S: Um ¿Cuándo necesita ayuda tu mamá?  
74. G: Sh!. No. Cuando le ayudaste.  

[Some children talk and make noise.] 

75. When did you help your mother?  
 
76. S: [He shouts] Yesterday! [But the question has not been assigned to him, so the teacher ignores 

his answer]. 
77. B: I help my mother yesterday evening. 
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78. G: Ok, ok, now you, when did you help your mother?  
[A child asks another ¿Qué ese eso?] 

79. S: I helped my mother yesterday. 
80. G: Ok. 
81. S: [very low] in the night. 
82. G: Ok.  
83. S1: ¿Qué significa? 
84.  S2: ¿por qué me haces siempre esas caras, Ana?  
85. G: Ok, Rita, please [She’s misbehaving.] When did you listen, listen your radio? 

[children murmur.] 

86. S2: I went… 
87. G: I listen 
88. S2: I listen the radio um 
89. G: Ajá. 

[A pause, the girl is thinking.]  

90. S2: um um  
91. G: Yesterday morning, yesterday afternoon, when 
92. S2: [very low] yesterday afternoon. 
93. G: Ok. Very good, I listened to the radio yesterday afternoon. Ok, ok, very good. José. 
94. S: ¿Que, Miss no que ya estabas bien de tu tobillo? 
95. G: No. cuando me paro es cuando me duele. Ok, please, take out your student’s book. 

 
 
 
Post-observation interview: it has two parts. The first is what we talked right after the class in the 
classroom, the second one was a brief interview later that day at recess 
 

 Actual Interview (Spanish) English translation 

01 R: Quisiera que tú me contaras un poquito de 
tus objetivos de la actividad que acabo de ver.  

R: I want you to tell me a bit about your 
objectives of the activity I’ve just observed. 

02 G: Que sepan que estamos, eh, o sea, este, 
¿cómo te diré? no en el presente, sino que 
estamos hablando en pasado. 

G: I want them to, um, I mean, um, how can I 
say this? to understand that we are not in the 
present (tense), that we’re using the past 
(tense). 

03 R: Por ejemplo, vi que corregiste a una niña. 
Ella dijo “Monday” y tu la corregiste: “last 
Monday”, verdad? Porque era una oración en 
pasado. 

R: For example, I saw you corrected a girl. She 
said “Monday” and you corrected her: “last 
Monday, right? Because it was a sentence in 
the past. 

04 G: Ajá. G: Right. 

05 R: Entiendo, no como un hábito de todos los 
lunes. Luego, en otras dos ocasiones, por 
ejemplo con larespuesta a la pregunta: “When 
did you visit your grandparents?” El niño dijo “I 
went Sunday” y tú le dijiste “last Sunday”. 
Bueno y el niño te aclaró que “Last Sunday and 
yesterday.” 

R: I see, not like a habit about something she 
does every Monday. Then, I two other 
occasions, for example, with the answer to the 
question: “When did you visit your 
grandparents?” a boy said: “I went Sunday” 
and you told him “last Sunday”. Well, the boy 
clarified it further saying: “Last Sunday and 
yesterday.” 

06 G: Este, sobre todo, eh, eh, ahorita estamos 
usando el pasado, entonces lo que quiero es 
que me contesten en pasado. No es lo mismo, 
por ejemplo, acá los chicos de primero que 
están usando el presente. La cosa es, bueno, mi 
objetivo es ante todo que ellos sepan qué 
tiempo están manejando y que traten. Por 
ejemplo vi que Braulio, Braulio, sí está ubicado 
en qué tiempo estamos pero muchos , como a 
mí me pasaba, este cuando yo era chica y todo, 

G: Um, above all, um, um, right now we are 
using the past, hence I want them to answer 
in the past. It’s not the same, for example, 
here first graders are using the present. The 
thing is, well, my principal objective is that 
they know which tense they are using and 
that they know how to manage um, that they 
try. For example, I saw that Braulio, Braulio is 
really clear about which tense we’re using, but 
many others are not, like when I was a little 
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pues no sabía ni cuando estábamos hablando si 
en presente, pasado, futuro. ¿No? Entonces yo 
quiero ayudar a mis alumnos a que ellos eh, 
¿cómo se llama? Traten de de, ¿cómo se llama? 
De no cometer, por decir, las tonterías que hice 
yo. 
Ajá, sino de tratar de ya más o menos, más que 
todo tienes que pensarlo, ¿no? Ahorita, por 
ejemplo, que estábamos viendo este tema y 
empezamos a ver una lectura…antes 
estábamos viendo una lecturaque hablaba del 
tema y entonces , eh, yo veía que Braulio ya me 
puede decir todo lo que viene en la lectura en 
español porque ya está más ubicado en el 
tiempo. Claro que no quiero que me lo 
traduzcan al español sino que ellos en su 
cabecita, ¿cómo te diré? que lo procesen. Y yo 
quisiera que también lo procesaran los chicos 
en inglés. Y yo quisiera también que  de vez en 
cuando les hablen en inglés a sus papás y que 
lespongan caricaturas en inglés, puro inglés 
para que lo escuchen y es que aquí, por 
ejemplo, yo compré esta grabafora chiquita y 
no sé qué pasa que el CD de repente suena y de 
repente no pero desgraciadamente aquí no no 
nos compran nada. Nada, nada, nada y lo que 
nos pagan pues no nos alcanza para estar 
comprando cosas, ¿no? Pero a veces diigo: 
“cómo hace falta la grabadora.” 

girl and everything, and I didn’t know when 
we were talking in the present, past or future, 
you know?  Hence, I want to help my students 
so they how can I say it? so they try, not to do 
the same nonsense I did. 
Um, to try to think about it, right? Now, for 
example, we were studying this topic and we 
started a reading that was about that topic 
and I could see that Braulio can already tell 
me the topic of the reading in Spanish because 
he is more aware of time. 
Of course, I don’t want them to translate into 
Spanish, but that they process it, how can I tell 
you this? In their little heads. And I would like 
that they process it also in English. 
I also would like that once in a while, they talk 
in English with their parents. I also would like 
that they put cartoons in English for them, but 
only English for them to listen because you 
know, here I bought this little cd player and I 
don’t know why but it sometimes works and 
sometimes doesn’t, but unfortunately, here 
they don’t buy us anything. Nothing nothing, 
nothing and our salary is not enough to keep 
buying these things, right? But I sometimes 
tell myself: “how useful (the CD player) it is.” 

07 R: ¿Y no podrías compartir la grabadora con 
Beatriz o Natasha? 

R: Can’t you share de CD player with Beatriz or 
Natasha? 

08 G: Es que ellas también la necesitan. G: They needed it themselves. 

09 R: Claro, sí, sí. R: Of course, I see. 

10 G: Pero ya me propuse, que la quincena que 
entra, no sé cómo le voy a hacer pero voy a 
comprar otra (R:ya) porque me urge. Mira, 
para mí lo más importante, más que grammar 
y writing, me gustaría de verdad que, híjole que 
el listening este la conversación, reading. Yo 
creo que con eso hablarían más. Más que "a 
ver este es el verbo "to be"" como a mi me lo 
enseñaron. El verbo to be "I am", y ¿de qué me 
sirvió? Porque no lo procesé, yo no lo procesé, 
hasta cuando me enfrenté, cuando me fui a 
Canadá y me tuve que enfrentar con 
compañeros Iraníes, este compañeros de 
Australia, de esto, de aquello, de miles de 
partes y que no hablaban absolutamente nada 
de español, y que para mi fue como "pácatelas" 
o sea "pácatelas" no, un enfrentonazo y es 
cuando permíteme ubicarte, todo lo que había 
yo estudiado en toda mi historia, no sabía yo 
nada. Porque no lo sabía yo utilizar, eeh decía 
yo del verbo to be que qué tiempo, eh estaba 
yo así, desesperada ¿no? (R:entiendo). Poco a 
poco, poco a poco tengo mis errores, bastantes 
errores (R:todos los tenemos) y de conversación 
muchísimos, muchísimos todavía, pero te lo 
juro Vicky que yo no quiero que estos niños, o 

G: But I decided that next fortnightly pay I’m 
going to buy another one (R: I see.) because I 
need it urgently. 
Look, for me the most important thing, apart 
from, and more than grammar and writing, 
are truly I’d like that, you know, listening, um, 
speaking and reading. I believe that with 
those they would talk more. More than: (she 
imitates teacher talk) “look, this is the verb ‘to 
be’, like the way I was taught. The verb “to 
be”: I am, and what was its use to me? I did 
not process it, I did not process it, until I faced 
when I went to Canada Iranian classmates, 
Australian classmates, and from here, from 
there, from a thousand places and who did 
not speak a word in Spanish and to that was 
like “BANG”, a crash, a shock and that was 
when, let me tell you, after all that I have 
studied in my whole history, I knew NOTHING 
because I did not know how to use it, um, I 
said verb “to be”, in which tense? I was 
desperate, right? (R: I see.) Little by little, little 
by little, I still make mistakes, many mistakes 
(R: We all do.) and in conversation, a lot, still, 
but I swear, Vicky, I do not want this children, 
you know, that’s my intention, what I want is 
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sea mi intención es esa: lo que quiero es eso, 
que dominen, que procesen, en el cuaderno las 
cosas así como mecánicamente, si no las 
procesen en su cabecita digan "ah, hablamos 
del pasado, ah estoy hablando de lo que va a 
pasar, ah estoy hablando de lo que está 
pasando ahorita" ¿no? (R:ya) pero que lo sepan 
manejar 

that they manage, instead of processing 
things like mechanically in their notebooks, on 
the contrary, that they process them in their 
little heads and say: Ah, we’re talking about 
the past; or, now I’m talking about what is 
going to happen; I’m talking about what’s 
going on now”, you see? that they know how 
to manage this.  

11 R: ¿y ahí cuando fuiste a Canadá ¿qué edad 
tenías? 

R: When you went to Canada, how old were 
you? 

12 G: No, cuando fui a Canadá ya tenía 20 años. G: When I went to Canada, I was 20 years old. 

13 R:ah, okay, ya. R: Ah, okay, I see. 

14 G: no era una, un adulto joven pero pues ya no 
tenía así la chispa de los niños, y los niños si la 
tienen. (R: entiendo, ya) Entonces ese es mi 
dificultad con ellos y trato trato de que, hay 
niños que más, que son más interesados que 
otros, por ejemplo, Braulio lo siento feliz ¿no? Y 
este, otros niños por ejemplo como Sonia, como 
esta niña Vicenta que apenas acaba de entrar, 
como Salomón quien si responde pero como le 
gusta estar (R: si lo vi hoy) jugando y llamar la 
atención, luego se desubica. Uriel también a 
veces, Sergio a veces, pero a veces a veces. A mi 
me reconforta mucho el grupo de primero, me 
siento más reconfortada, como que lo he 
logrado. Pero ya con el logro de que Braulio lo 
haga, híjole me siento como que agarré un 
premio ¿no?  

G: I was a young adult, well, I did not have 
children’s sparkle, and children, do. (R: I see.) 
Then, that’s the thing. With them I try, 
try…there are children who get more 
interested than others. For example, I feel 
Braulio is so happy, you know? And, um, 
other, for example, Sonia or that girl, Vicenta 
who just got to this school, like Salomón who 
responds well but how he likes to play and to 
call my attention to the point of being 
naughty. Uriel, also, sometimes misbehaves, 
Sergio, also but just some times, some times. 
First graders make me feel good, very good, 
like that I have succeeded. But with Braulio I 
feel as I had had won a prize, right? 

15 R: Bueno el primero que ahí va ¿no? Y van a 
seguir otros.    

15. R: Well, first grade, they are doing well, 
right? And then others will continue. 

16 G: Ajá pero este por ejemplo este chiquito 
cuando entró conmigo en primero el Lalo, no, 
no, no, no, no,  nada, pero ahorita ya se suelta 
hablando (R: ¡Qué logro! ¿no?) Y es poquito a 
poco. Claro, cada uno a su ritmo porque 
también esta edad es cada uno a su ritmo). 
Pero ese es mi objetivo, eso es lo que yo quiero 
lograr o sea lograr todas quitar todos esos tipos 
de barreras que existían en años cuando yo 
estudié. 

G: Yes, for example this little boy, Lalo, no, no, 
no, no, no: he didn’t know anything but now 
he is starting to speak (English) (R: What a 
success!) It happens little by little. Of course, 
each one at his or her own pace because at 
this age, each child learns at his or her own 
rhythm, but this is the objective I want to 
reach (a child interrupts), to succeed in 
removing all those obstacles that existed 
when I was a student. 

 
After a few minutes, the post-observation interview continued at recess. We discussed a listening activity 
she invited me to observe in that same class (second grade) that day. 
Duration: 6:32 min. 
Place: second grade classroom 
She was about to finish her lunch. We have agreed on meeting at that time but since she sometimes forget, 
when I got there, I just sat in front of her to see if it was ok to have the interview. 
We started the interview with an informal chat about what she has on the blackboard (questions with 
comparatives) and about the activity she invited me to observe earlier (question with when + simple past). 
 
 

18 G: Ahorita empecé a ponerles estos de los 
comparativos. 

G:  Now we started studying comparatives. 

19 R: Comparativos. R: Comparatives. 

20 G: Y pues fácil y les pongo truck, entonces para 
que luego les voy a hacer oralmente esas 
preguntas. No esas mismas si no… (R: entiendo, 

G: And, well, it’s easy and I give them “truck” 
and I ask them those questions orally. Not the 
same questions but (R: similar ones) So they 
understand the concept which is difficult. 
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similares). Para que sepan y entiendan ese 
concepto porque luego es muy difícil entenderlo  

21 R: Sí, de hecho sí, para la edad de ellos es 
bastante difícil. Acordarse de Agregarle… 
porque por un lado tienen que recordar en 
vocabulario: tall, fast… el que sea. Y por otro 
lado agregarle er, tan. Ver si el adjetivo es 
largo. Son un chorro de cosas para su edad 

R: Yes, in fact for their age it is quite difficult. 
They have to remember to add… because on 
the one hand they must remember the 
vocabulary: tall, fast…whichever it is. And on 
the other hand, um, “than”. They must check 
if the adjective is long. There are too many 
things to consider for their age. 

22 G: Sí.  Pero ¿Sabes qué? no se tú que pienses, a 
lo mejor estoy equivocada, pero por eso te pido 
la opinión ¿qué tan importante es darles a ellos 
las reglas? o de plano definitivamente agarrar y 
ponérselos como puros ejemplos. 

G: Yes, but, you know what? maybe I’m 
wrong, that’s why I want your opinion: How 
important is to give them rules? Or is it better 
to present them with just examples. 

23 R: mira, podría pasar que alguno de estos 
chiquitos sea de, por naturaleza muy analítico y 
entonces a ese chiquito o esa chiquita le 
serviría… entonces bueno, supuestamente no 
procesan la gramática sino hasta los 12, pero 
como no están tan expuestos al inglés, más que 
en la escuela, solo están expuestos en la 
escuela.  Entonces pudiéramos obviarlo. 
 

R: look, it could be that some of these children 
be very analytical and then for that child rules 
are useful, but you know that supposedly, they 
cannot process grammar before twelve and 
since they are not immersed in English, just at 
school. Then we could skip the rules. 

24 G: Ajá. G: I see. 

25 R: ¿Cuál era el objetivo de esa actividad? R: What was the objective of this activity? 

26 G: Bueno, el objetivo de esta actividad, para mí 
era que ellos manejaran lo que habían 
aprendido este, ¿cómo se llama? en días 
anteriores, pero lo manejaran o sea oralmente, 
ese era mi objetivo 

G: Well, the objective of that activity is that 
they managed what they had learned. How 
can I tell you? What they had learned in 
previous days but now, orally. That was my 
objective. 

26 R: Ya R: I see. 

27 G: y este, y lo estoy tratando de hacer, o sea 
cuando menos con lo qué te diré 15 a 20 
minutos, este para que no se haga tedioso, este 
todos los días lo estoy tratando de manejar, y 
independientemente de eso, voy a tratar de ir 
aumentando cada vez un poquito más de 
tiempo.  ¿Por qué lo hago? porque pienso yo 
que es muy importante que no nada más 
aprendan, este… escribiendo, si no también 
aprendan a manejarlo oralmente porque a mi 
porque a mí en lo particular, cuando yo era 
niña, a mí me costó mucho trabajo aprender 
inglés  

G: and I am trying to have this practice at 
least 15 or 20 minutes so they don’t feel it’s 
heavy, um, I’m trying to do it every day. And 
besides, I’ll try to add a little more time. Why 
do I do this? Because I think that it is very 
important that they learn not, um,  just 
writing, but that they also learn to manage it 
orally because when I was a girl, it was very 
hard for me to learn English. 
 

28 R: ¿en la escuela? R: ¿en la escuela? 

29 G: en la escuela. G: En la escuela. 

30 R: ¿la primaria? R: ¿in primary? 

31 G: en la primaria...entonces me costó mucho 
trabajo y fue muy así como muy cuadrado “no, 
a ver esto, esto, esto” pero no, nunca me 
enseñaron a expresar lo que había aprendido 
(interrumpe niño) O sea no, nunca me 
enseñaron a expresar eso, y yo lo que… mi 
objetivo es que los niños aprendan a expresar 
lo poco que les pueda yo enseñar, ese es mi 
objetivo. Porque para mí, fue mi coco este, fue 
una barrera para mí, fue una barrera; y tuve 
muchas dificultades. Hasta que fui Canadá, me 
pude soltar y todo, tengo muchos errores 

G: In primary… then, it was very difficult ant it 
was like rigid: “No, look at this, this, this” but 
they never taught me to express what I have 
learned (a child interrupts). I mean, they never 
taught me to express myself and what I…my 
objective is that all the children learn to 
express the little I can teach them; that’s my 
objective. Because for me, that was difficult, it 
was like an obstacle, it was my obstacle; and 
had many difficulties. Until I went to Canada, I 
could flow and everything; I still make many 
mistakes but I think that, that, that we, the 
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todavía pero pienso que que, que, que nosotros 
como maestros podemos hacer grandes cosas 
por los niños y quitarles todos esos tipos de 
trabas que había en el pasado. Para mí es eso. 
 

teachers can do big things for the children and 
take away all those obstacles that were there 
in the past. For that’s the point. 

32 R: muy bien, ya, clarísimo. Gracias, Gaviota. R: Very well, I see, it’s clear. Thank you, 
Gaviota. 

 
 
 
B.2 

 
Participant: Beatriz 
Set 1: (pilot study data) 
Date: January, 21 2016 
Pre-observation interview, observation and post-observation interview 
 

 
Data transcription convention: 
 
Turns are indicated by the initial of the participant pseudonym (B= Beatriz; R= interviewer).  
A student’s turn is indicated with the letter “S”. When there are subsequent turns by other students it is 
indicated with an S plus a number: Example: S1, S2, S3. 
Choral answers by several students are identified with Ss. 
Fillers are indicated with “um” or “er”. 
When speakers ask for silence it is indicated with: Sh 
Clarifications are indicated between square brackets [  ] 
A pause is indicated with: … 

 
 
Pre-observation 
Duration: 8’ 24’’ 
Place: Third grade classroom 
 
 
Background of the pre-observation interview: when I got to the class, they were getting ready for 
the “show and tell” session. B is talking to her students.  Some Ss. are talking or acting playfully. B 
offers me a chair but I tell her I do not need a chair.  
She gave the children instructions to write five sentences in the simple future (the topic they were 
studying that day) and while they worked, we talked. 
She laughs nervously when she sees my recorder and says: “Oh, my God.” We both laugh. I 
understand she feels some tension about her session being recorded. 
 
 
 

 Actual interview (mostly in Spanish) English translation 

01 R: Shall we do it in Spanish?  

02 B: As you wish.  

03 R: La idea es que me cuentes un poquito 
qué vamos a ver. 

The idea is that you tell me a little bit about 
what we are going to see. 

04 B: Vamos a tener un “Show and tell” de 
su mascota favorita. 

B: We’re going to have a “Show and tell 
about their favorite pet”. 

05 R: Ah.  Un “Show and tell” de su 
mascota favorita. Este, cuéntame cómo 
es el show and tell. ¿Por que no es la 
primera vez, no?  

R: Um…tell me, please, what the “show and 
tell” is like. It is not the first time they do it, Is 
it? 
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06 B: El chiste,  mi idea es que ellos sepan 
expresarse, sepan usar estructuras y 
oraciones completas y puedan hablar 
de cualquier cosa. En este caso ahora 
les tocó de su mascota. 

B: My idea is that they know how to express 
themselves, they know how to use structures 
and complete sentences and can talk about 
any topic. This time they have to talk about 
their pet. 

07 R: ¿Tu objetivo al proponerles un “Show 
and tell”? 

R: What’s your objective when you propose 
the activity “Show and tell” to them? 
 

08 B: Es ver cómo se expresan. Ver si estoy 
fallando si voy con las estructuras bien. 
Si ellos ya pierden el miedo de hablar en 
público y si me están ocupando las 
cosas correctamente. 

B: I want to see how they talk. To see if I’m 
failing/going wrong with the structures. I 
want to see if they overcome the fear of 
speaking in public and if they are using the 
things [the FL] correctly. 

09 R: Y las instrucciones que tú les diste y 
cuándo se las diste, ¿Cómo fueron? 

R: How about the instructions you gave them 
and when did you give them 

10 B: Se las di el viernes pasado. Y fue que 
ellos escogieran su mascota favorita, su 
animal favorito y lo describieran. 

B: I gave them the instructions last Friday; It 
was that they had to choose their favorite 
pet or animal and describe it. 

11 R: ¿Y con qué material o cómo lo iban a 
hacer? 

B: And what material, I mean what did they 
have to do? 

12 B: Bueno, ellos tenían que sacar 
información o ver a su mascota, lo que 
fuera, para que lo trajeran el lunes para 
que yo medio checarlo. Y ver qué 
también iban porque si no …y el 
material era libre ya fuera 
dibujo…querían traer a su mascota. Del 
material les dije puede ser dibujo, foto, 
peluche... 

B: Well, they had to get information or 
observe their pet, whatever, to bring it on 
Monday, so I could kind of check it.) I wanted 
to see how well they were doing. And the 
materials were free: for example, a 
drawing… they wanted to bring their pet. 
About the material I told her it can be a 
drawing, a picture, a stuffed animal… 

13 R: Y en esa primera etapa del lunes 
¿Qué viste?  

R: And what did you see on this first stage 
session on Monday? 

14 B: Todos traían… la idea. Algunos tenían 
la estructura perfecta. Otros, este, 
como que usaban Spanglish. Entonces, 
sí a ver qué me quieres decir aquí y ya 
me decían: “No que esto es así.”  “Yo les 
decía: ¿cómo ves si lo decimos así?”  
“Ah, sí. Creo que tienes razón.”  
No era de nomás te corrijo y ahí está 
luego lo que tienes que decir. No. “A ver 
como lo oyes mejor: ¿así o así?” 

B: All of them got the idea. Some of them 
had written the structures perfectly. Others, 
um, used Spanglish: “What do you want to 
tell me here?” and so they told me.” “This is 
like this.” I would tell them then: “How about 
saying this in this way?” “Ah, yeah. I think 
you’re right.””) 
It wasn´t just correcting the text and telling 
them “This is what you have to say. How 
does it sound better to you?” 
 

15 R: OK. Ya. Y este, ¿saben que yo los iba 
a observar? 

R: OK. Did you tell them I was going to 
observe them? 

16 B: Sí. Pero ya les dije que no pasa nada, 
que nos los vas a robar. “No tienen que 
ver a la Miss. Hagan de cuenta que no 
está. Les dije no se pongan nerviosos. 
Qué bueno que lo estén tomando así. Es 
una clase nada más. No tienen que ver 
a las miss. Es una clase.” 

B: Yes. But I already told them that nothing 
happens, that you were not going to rob 
them/kidnap them. Pretend she is not there. 
Don’t feel nervous. I’m glad they took it well. 
You don’t need to look at the teacher. It’s just 
a class. 
 

17 R: ¿Y este año cuántos “Show and tell 
han hecho”?    

R: And…how many “Show and tell have 
they’ve done? 
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18 B: Apenas dos. B: Just two. 

19 R: ¿Y este es el segundo? R: And this is the second? 

20 B: Porque el tercero va a ser el del 
experimento.   

B: Because the third one will be the science 
experiment. 

21 R: ¿Y tú qué expectativas tienes del 
“show and tell”? ¿Más o menos parejo 
todos o qué esperas ver? 

R: And, what are your expectations about the 
show and tell activity? Do you expect to see 
similar performances? what do you expect to 
see? 

22 B: Espero que sí sea parejo. Realmente 
es un grupo medio parejo. Pero 
realmente espero que sea muy parejo y 
que lo que les apunté sepan 
pronunciarlo bien. Y que no haya 
problemas. 

B: I expect that the performance will be 
homogeneous. It is really a quite 
homogeneous group. But I really expect them 
to do it similarly and that they know how to 
pronounce it well. And that there are no 
problems. 

23 R: ¿Pueden leer o es expresión oral lo 
que tienen que hacer? 

R: Can they read or is it a speaking activity 
what they have to do? 

24 B: Se supone que es expresión oral lo 
que tienen que hacer. 

B: Supposedly, it is speaking what they have 
to do. [A girl interrupts and asks her 
something. B answered her what she 
needed.] 

25 R: Para ellos, el reto  ¿Cómo lo 
describes? 

R: For them, the challenge of performing the 
“Show and tell”, how would you describe it? 

26 B: Híjole, buena pregunta. Ay Dios. Uno 
de ellos fue el aprendérselo y el otro va 
a ser la pronunciación. Que será la 
pronunciación. Hay unos que otros que 
les cuesta la pronunciación. 

B: My gosh, good question. One challenge 
was to learn it and the other will be to 
pronounce it. It will be the pronunciation. 
There are one or two for whom 
pronunciation is a difficult task. 

27 R: ¿Qué crees que se llevan ellos al 
hacer esto?   

B: What do you think the children get from 
this activity? 

28 B: Trabajar, hacer algo que les gusta, es 
su mascota, es su dibujo y el poder y el 
poder…creo que el poder expresarse. 
Mostrarles a sus compañeros su 
mascota o no exactamente porque uno 
va a hablar de su animal. 

B: To work, to do something they like, it is 
their pet, it is their drawing and to be able… I 
think to be able to talk. To show their 
classmates their pet…or not exactly because 
one of them is going to talk about his 
favourite animal. 

29 R: Bueno, gracias. Creo que es todo. R: Ok. Thank you. I think that’s all. 

 
 
Class observation 
 
B organizes the children to start the “Show and tell” performance. The names of the children are 
written on the blackboard in the order they will present. She told me that all of them wanted to 
be the first so they had a raffle with their names to organize the turns. 
 
 
B: We’re going to start with the expositions. Are you ready? 
S: No [with a playful tune]. 
B: You need to pay attention to your classmates, ok? So, we’re going to start with Pedro [Ss. 
murmur and one girl says to herself in a loud voice the order in which they’ll have the 
presentations]. Fabiola, thank you Fabiola [a girl hands her something.] Do you want me to help 
you? [B volunteers to paste his cardboard on the blackboard]. 
Pedro: Yes. 
R: Do you need help? 
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B: No, it’s ok, thank you. [Ss murmur] José, sit down. 
R: How old are you guys, 9, 8? You’re 8? 
S: Yes. 
R: And you? Tu edad, tu edad? 
S: 8. 
R: And you? 
B: Armando, sit down.  
S1: 9. 
R: And you? 
S2: 9. 
R: And you? 
S3: 8. 
R: And you? 
S4: 8. 
[I asked them all.] 
R: Ok, everybody is 8 except for Alejandra. Right? [They tell me things about their age and their 
birthdays in Spanish. Then Ss talk among themselves.] 
B: José sit down, please. Pedro, are you ready? [A girl counts: “uno, dos, tres” to invite her 
classmate to start his oral exposition.] 
 
[Presentations last for about a minute. They mostly read from their cardboards or notebooks.]  
 
Pedro: Good morning. The bull dog is playful and lovely. It’s a breed that [unintelligible, then He 
starts reading from his notes. He reads word by word.] Thank you.  
[Students clap. Then they murmur.] 
B: [to the next student] Are you ready? 
Alejandra: Good morning. The schnauzer dog… [She speaks clearly while she shows a photo. The 
oral exposition continues for a few more seconds.] 
B: Who is the next one? Paulina!  
Ss: Vamos, Paulina. 
B: José, stop making noise, please. [He keeps hitting two sticks.] José, pay attention, ok? [He 
doesn’t stop playing with the sticks. Some students are talking.] This is not a music class. What 
happens? We’re fighting with this thing [She means the sello-tape is not working well and so it is 
hard for her to paste the cardboards on the blackboard.] A girl coughs a lot. Ss. talk and laugh). 
Armando. Ey, Samanta, sit down please. Ok, pay attention to Paulina. Please, José. Stop playing, 
ok? 
S: Wait a moment. 
 
Paulina: Good morning… [she does her presentation.] 
S: ¿Quién sigue? 
B: Who is the next one? 
S1: José. 
S2: Ese es mi animal favorito. 
B: Ok, I can do this. Ok José. 
S: Ya maestra. 
B: Wait a moment, José, wait a moment, José, please  [She’s trying hard to paste his cardboard on 
the blackboard.] Thank you, Braulio [He helped her. Ss talk and play.] Fabiola sit down properly, 
please. You’re not in a party. Wait a moment, please, José, wait a moment. 
Armando: No puedes leer, no se puede leer. 
B: Ok. Armando, please, we’re going to listen to José, ok? 
José: My favorite pet, my pet’s name is Hulk. Is a [unintelligible] turtle [he reads from his notes 
until he finishes and they clap for a long time, playfully. B calls for the next boy to start his show 
and tell presentation.] 
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B: Silence, Fabiola, Armando. Sit down, sit down. Ay, Armando! Wait for me, please, just a 
moment, just a moment. Ok, Ready, Fabiola. 
Fabiola: Good morning. The Yorkshire dog. The yorkshire dog [she continues with her 
presentation until she finishes.]  
B: Thank you. [They clap. They keep clapping]. 
B: Who’s next? Braulio [They talk while she puts the next poster on.] Kari, stop and go to your 
place. 
Braulio: Good morning. My dog is honey color [he continues and when he finishes, he says: “Ya.” 
And so Ss clap.] 
B: Thank you. [They keep clapping.] Ok, silence, silence [she scorns them playfully.] Ok, Who’s 
next? 
[The class continues like this. She organizes them in English. The next student presents another 
kind of dog. He also reads from his notes. They keep clapping when he finished.] 
B: Ok, are you making a tortilla or something like that? Thank you, thank you, thank you. José, 
Alejandra, Alejandra! Alexa. [A student is singing.] 
S: Esa es mía, esa es mía. 
B: Please, don’t fight! 
[All students did their presentations] 
B: OK, so, do you have doubts about the expositions? Questions to your classmates? No? Any 
questions? Are you sure? Ok, maybe you have a question about José’s turtle, no? 
S: No. 
B: José, first sit down correctly, first sit down correctly and then what is the question? No? No 
questions? Everything is ok? Do you like the expositions? 
S: ¿Qué? 
B: Do you like the expositions? 
Ss: Yes. 
B: Yes, all the expositions were beautiful, right? Yes, Fabiola, or not? No? Why not? Ok. So, a clap 
for you, a clap for everybody. Thank you. 
R: Thank you for inviting me. 
S: No te vayas. 
R: Is that your cat?  
Fabiola: um? 
R: Is that a photo of your cat? ¿Esa es una foto de tu gato? 
Fabiola: Yes. 
S1: ¿No que era una copia? 
Fabiola: Sí, pero busque una copia de uno que se pareciera a mi gato. 
 
 
 
Post-observation: January 29, 2016 (This post-observation interview was eight days after the 
class observation) 
 
Duration: 52’ 21’’ 
 
I had planned to have a stimulated recall session but it worked out more like an interview because 
B did not seem comfortable about listening to the audio of the “Show and tell session”. She 
preferred to talk about the two groups and individual students. 
 
 
 

 Actual Interview (Mostly in Spanish) English translation 

001 R: El otro día te pegunté si preferías que 
trabajáramos en inglés o en español.  
Pero, de verdad… 

R: The other day I asked you if you’d rather 
work with me in English or Spanish. But tell 
me the truth… 



Appendix B 

207 

002 B: Yo no tengo problema.  N: No problem. 

003 R: Yo a veces prefiero en español o a 
veces en inglés. 

R: I sometimes prefer Spanish and 
sometimes English. 
 

004 B: Como tú me digas. Es que me da igual. B: Whatever you say. It’s the same to me. 

005 R: Lo que quiero es que me hagas… 
Vamos por grado para no hacernos lío. 
Empecemos por tercero. Si quieres 
cuéntame así en general cómo viste el 
“show and tell” (ST) desde lo que tú 
esperabas. 

R: What I like you to do is… We take each 
grade separately so we do not get 
confused. Let’s start with third grade. Tell 
me, please, what you think of the “Show 
and tell” (ST) from the point of view of what 
you were expecting. 

006 B: Lo que yo esperaba. Lo que yo siempre 
espero del (ST) es que ellos sepan 
expresarse. Siempre, siempre, pues cada 
vez mejor. Ahora sí, cada vez mejor. Pues 
porque hay algunos a los que les cuesta 
más expresarse. Otros que lo traen así 
muy fluido su inglés. Es lo que yo espero 
que ellos se enseñen a expresarse mejor, 
a utilizar las estructuras bien porque 
luego utilizan su Spanglish, que no me 
agrada pero bueno. Que con eso vamos 
mejorando. Eso es lo que yo trato de ver 
con cada (ST) cómo va siendo su avance, 
su expresión. Y para eso es el objetivo del 
(ST). 
Realmente tercero, hubo niños que me 
sorprendieron, que como que decía “No. 
No va a poder. No se lo va a aprender o 
se van a poner nerviosos. Porque siempre 
una persona ajena, se van a poner 
nerviosos. Hubo niños que sí esperaba 
más y que no me dieron el todo pero en 
general me sentí bien, a gusto. Me dio 
gusto porque la mayoría lo hicieron bien. 
Te lo digo así como la mamá de los 
pollitos. Mejor de lo que yo esperaba. 

B: What I expected…what I always expect 
from the (ST) is that they know how to 
talk/express themselves. Always, always, 
each time, better. Yeah, better and better. 
Cos, there’re some kids for whom it’s more 
difficult to talk in English. Others have a 
very fluent English. What I expect is that 
they teach themselves to express 
themselves better, that they use the 
structures correctly, because then they use 
Spanglish which I don’t like, but I have to 
accept this fact. With that we improve. 
That’s what I want with each (ST) to see 
their progress their their (oral) expression. 
And that’s the aim of (ST). 
 Really, in third there were kids that 
surprised me; I’d think “No, he/she wont’ 
be able to do it. They won’t learn it or 
they’d get nervous. Because, always when 
there‘s a stranger [someone who does not 
belong= she means the observer] in the 
class they get nervous. 
There were kids from whom I expected 
more and who didn’t give me everything, 
but in general, I felt fine, comfortable. I felt 
good because most of them did it right. I 
tell you this as mother the hen. They did it 
better than I expected. 

007 R: De tu visión general de tercero ese es 
tu comentario. Digo ¿Puedo interrumpir o 
quieres decir algo más 

R: This is your general view from third. I 
mean, can I interrupt now or do you want 
to say something else? 

008 B: Adelante. ¿O me quieres preguntar 
algo? 

B: B: Go ahead. Or do you want to ask me 
something? 

009 R: mmm. No sé que hacer. En tercero 
eran nueve y el primer chiquito fue Pedro. 
Tú crees que tiene sentido que me 
comentes niño por niño o lo podemos 
escuchar todo. Los de tercero eran 
bastante semejantes desde mi 
perspectiva externa. Semejantes en el 
sentido de que tenían algún apoyo (o la 
lámina o la mascota). En general los de 

R: Um, I don’t know what to do. In third 
grade there were nine students and the first 
one was Pedro. Do you think it makes sense 
that you comment on each child or shall we 
listen to all the performances in a row? It 
seemed to me that third graders’ 
performances were kind of similar from my 
external observer point of view.  With 
“similar” I mean that they had a certain 
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tercero creo que todos tenían una lámina 
menos uno.  
 

support (the poster, the notebook, a toy). I 
think all but one had a poster. 

010 B: Sí. Paulina.  
Ya ves que ese día muchos: “Ay, es que se 
me olvida. Se me olvidó una palabra.” Es 
que les dije: “A ver, en la banca de 
fulanito va a estar su cuaderno por si se 
me atoran no pasa nada, lo ven.” Es que 
porque había muchos que se me olvidó 
una palabra y ya se me olvidó todo. Me 
decían. No lo sacaban adelante. Entonces 
les dije. Ahí está su cuaderno por 
cualquier cosa. 

B: Yes. Paulina. 
You know, that day some kids said: “Oh, I’ll 
forget what I have to say. I forgot one of 
the words.” T: I told them: “Ok, on anyone’s 
desk you can have your notes in case you 
get stuck. Don’t worry, you can look at it.”  
Yeah, there were some that it seemed that 
because they forgot one word, they forgot 
everything. They said. They couldn’t do it. 
So, I told them: “There’s your notebook. 
Just in case.” 

011 R: Voy a ponerte el audio. R: I’m going to play the audio. 

012 B: Ay, sí. Tenía ahí todos los comentarios 
en el cuaderno que me olvidé. 

B: Oh, I did have all my comments in the 
notebook I forgot. 

013 R: Tú lo puedes parar. Yo Lo pongo 
tantito o el tiempo que lo quieras 
escuchar. Tengo audífonos, si quisieras. 

R: You can stop the tape. I’ll play the tape 
and you can let it run as long as you want. I 
have headphones, if you want. 

014 (Escuchamos la presentación de Pedro) 
 R: ¿Quieres comentar algo sobre Pedro o 
quieres que los deje correr a todos? 

(We listened to Pedro’s performance.)  
R: Do you want to make comments about 
Pedro or shall I let the tape continue? 

015 B: Como tú me digas.  B: Whatever you decide. 

016 R: Mira lo que yo quisiera es que, en 
cuanto a expresión oral, digamos tú dices 
que usen bien las estructuras, cómo 
hablan o cómo se expresan. Si tú tienes 
algún comentario que hacer. O sobre 
Pedro o podemos elegir algún otro niño 
en particular que tú quieras escuchar y yo 
lo busco. 

R: Look, what I’d like is that regarding their 
speaking ability, um, you said that you 
wanted them to use the structures properly, 
and to see how they talk or how they 
express themselves. If you have any 
comments about Pedro or any other kid. I 
can look for it in the tape. 
 

017 B: Sí, según yo tenía todo mis apuntes. Sí, 
la mayoría me usó bien las estructuras 
pero les falló mucho algún tipo de 
pronunciación. Sí y en el cuaderno lo 
alcancé a apuntar. Haz de cuenta me 
decían, no sé, haz de cuenta, es el 
ejemplo que se me ocurre en lugar de 
“three, tree”. Porque sí lo apunto así y se 
decía así. Creo eso sí que les falló pues en 
general la pronunciación. Por ejemplo, 
Paulina es como muy atrabancada 
digamos; porque sabe el inglés. Pero por 
querer decirlo todo así babbabba [simula 
hablar muy rápido], lo dice todo mal. Eso 
sí creo que Karina es la que más apunté 
con pequeños errores o sea es la que tuvo 
más. Los demás, uno o dos, cosas así. 

B: Yes. I think I have everything in my notes. 
Yes. Most of them used the structures well 
but they didn’t get the pronunciation right. 
Yes. I was able to write down that on my 
notebook. Imagine they would say, I don´t 
know, um, let’s see [she tries to remember] 
this is the example I can think of: instead of 
“three” /Ori:/, “tree” /tri:/. Because, yes, 
he/she wrote it that way but it had to be 
pronounced that way. Yes, I believe that in 
general they didn’t get the pronunciation 
right. For example, Paulina. Paulina is , let’s 
say, giddy [=just doing things without 
spending some time in organizing  her 
ideas]; although she knows English. But 
since she wants to say everything like 
babbabbaba (she pretends to be speaking 
fast), she says it wrongly. I think, yes, 
Karina is the one I write the most about 
little mistakes, I mean she’s the one who 
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had the most. The other kids just made one 
or two. 
 

018 R: Ya. R: I see. 

019 B: Creo pues que en general lo que les 
falló mucho fue la pronunciación. Pero 
creo que son palabras que no conocen 
tanto. 

B: I believe that in general they 
mispronounced a lot. But I believe those 
were words they do not know much. 
 

020 R: Claro. R: I see. 

021 B: Por ejemplo, no me acuerdo qué perro 
que era arrugado y que tenía la cara no 
sé cómo. No me acuerdo de todo… pero sí 
son como términos que no están 
acostumbrados a utilizar y pues no se les 
hace tan fácil pronunciar. 

B: For example, I don´t remember exactly 
but there was a wrinkled dog which had the 
face I don’t know how; I don’t remember 
everything…but you know, there were 
words that they are not used to use and it’s 
not so easy for them to pronounce them. 

022 R: Entonces, en general tú estabas 
enfocada a observar la pronunciación. 

R: So, in general, you were focused on 
observing pronunciation. 

023 B: La estructura y la pronunciación. B: Structures and pronunciation. 

024 [while listening to the class recording] 
R: No porque lo tuvieras que haber 
hecho, yo quiero saber qué pensabas acá. 
Si anotaste la pronunciación, ¿por qué no 
los corregías? 

[while listening to the class recording] 
R: I don’t mean you had to do this, but I just 
want to know what were you thinking here. 
I mean, if you wrote about their 
pronunciation, why didn’t you correct 
them? 

025 B: Porque en ese momento, haz de 
cuenta, hago lo mismo cuando estamos 
leyendo en clase sí los voy corrigiendo 
pero cuando es examen de lectura yo les 
digo: “Yo no digo nada. Leen, aunque 
tengan errores voy apuntando todo pero 
los dejo. Los dejo para ver qué tanto me 
han avanzado qué tanto estoy haciendo 
bien las cosas. Si no me regreso. Entonces 
según yo tenía aquí mi hojita y después 
los hice pasar con su cuaderno: “A ver por 
qué pronunciaste así y no pronunciaste 
así? Se decía así. Entonces ya los fui 
corrigiendo pero ya después de la 
exposición, ya a la hora de que hablan 
ellos o exponen yo no, como les digo, se 
me olvida todo.  

B: Because in that moment, imagine, I do 
the same when we are reading in class, I do 
correct them but when it’s the reading test I 
tell them: “I don’t say anything.” They read 
and although they make mistakes, I write 
them down but I don’t correct them. 
Because I want to see how much they have 
improved/advanced and how well I’m doing 
things. If not, I have to retake it (to cover or 
teach that again). So then (she’s again 
describing the ST performance) I had my 
notes and so I call them one by one with 
their notebooks: “Tell me why did you 
pronounce in this and that way? You should 
have pronounced it this way.”  So, I 
corrected them but after their oral 
presentation, because when they are 
reading or giving the oral presentation, as I 
tell them: “I forget everything [I know].” 

026 R: Ya entiendo. R: I understand what you mean. 

027 B: Entonces ya les di su 
retroalimentación. Ya los fui corrigiendo 
después de la exposición. Con la intención 
de poder ver bien cómo están. 

B: So then, I gave them the feedback. I 
corrected them after their oral 
presentation. With the objective of 
observing how they are doing. 

028 About 4th grade This conversation starts 
right after we listened to the first 
student’s  ST performance. 

About 4th grade This conversation starts 
right after we listened to the first student’s 
ST performance. 



Appendix B 

210 

029 B: Cuando él preparaba la exposición le 
pregunté.” ¿Qué es ese animal?” Maxi: 
¿No sabes? B: No. No sé.  
M: Tuve que buscar en el internet y ¡Ah! 
Me dije. Ya lo conozco. Y ya con su 
exposición que estuvimos checando. 
“¿Cómo están las patitas traseras?” “Ah, 
pues sí las tienen diferentes”.”¡de donde 
saldrá el veneno?” “Pues de aquí.” 
Ya sabes, imaginándonos la historia pues 
era un animal que yo…en la vida. Pues 
era de caricatura. 

B: When he was preparing the oral 
presentation, I asked him: “What’s that 
animal?” Maxi: Don´t you know? B: No, I 
don´t. (the teacher continues) I had to look 
on the internet and Ah! I said to myself. I 
know it now. And with his oral presentation 
we checked: “what are the hind legs like? 
Ah, they are different (from other animals). 
From where does the come? From here.” 
 You know, we imagined the story because 
it was an animal that I …never in my life. It 
was a cartoon character. 

030 R: Sí. Yo también aprendí de Maxi que era 
venenoso. 

R: Yeah. I learnt from Maxi that it was 
venemous. 

031 B: Sí, ¿no? Aprendimos ese día mucho de 
Maxi. De verdad, de verdad que sí. 

B: Yeah. We learnt a lot that day from 
Maxi. Truly, truly. 

032 R: Ya lo creo. R: I agree. 

033 B: De lo que te digo. También, es 
excelente, excelente. 

B: He’s really excellent. 
 

034 R: Ya. R: I see. 

035 B: B: También es uno con los que platico 
mucho en inglés. 

B: B: He is one of the kids with whom I 
speak a lot in English. 

036 R: ¿Y cómo ves su expresión oral? R: ¿And what do you think of his speaking 
ability? 

037 B: Bien, bien. Con él la veo súper bien. Se 
sabe expresar muy bien. Este sabe usar 
las estructuras correctas. 

B: Good, good. I think it’s very good. He can 
talk very well. Um, he knows how to use the 
structures properly. 

038 R: Ya. R: I see. 

039 B: No tengo problemas. Y además que 
tengo el apoyo en casa. El otro día que 
teníamos la exposición, cuando vinieron 
por él. Su mami: ¿”Cómo le fue?, ¿Cómo 
estuvo?”. Es mucho apoyo también. 

B: I have no problems. Besides, I have his 
parents support. The other day when we 
were preparing the oral exposition, when 
his Mom picked him up: “How was it? What 
was his performance like?” That’s a big 
support. 

040 R: Tú crees que la tarea la habrá hecho 
principalmente él o que la mamá lo habrá 
escuchado? ¿A qué te refieres con “apoyo 
en casa”? 

R: Do you think that he might have 
prepared the oral exposition himself or that 
his Mom listened to his exposition at home? 
What do you mean by “home support”? 

041 B: Que ellos están al pendiente de tareas. 
Si yo pido exposiciones, las trae. Por 
ejemplo, las traen para el viernes. “A ver, 
teacher, ahí está lo que investigué. Fíjate 
si está bien. ¿Me lo puedes checar?” 

B: I mean, they are aware of his homework. 
If I ask for an oral presentation, he prepares 
them. For example, they brought it on 
Friday. “Teacher, here it is what I 
researched about. Can you see if it’s ok?” 

042 R: Ah, ya. R: Ah, I see. 

043 B: Entonces [imita el diálogo con el 
niños]: “Sí, ya te falta esto”  

Then [she pretends she’s correcting him]: 
“Yes, this is missing.” 

044 R: ¿Y su pronunciación? R: And his pronunciation? 

045 B: Bien. También la veo bien. Le falla, sí 
una que otra palabra, pero en general yo 
no tengo problemas. 

B: Good. I think it’s good too. 
He may mispronounce one or two words, 
but in general, I have no problems. 

046 R:  Lo tuviste el año pasado. ¿Cómo fue 
su evolución en la expresión oral? Quiero 

R: He was your student last year. What was 
his speaking ability development? I mean, 
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decir, ¿hablaba menos en tercero o cómo 
era? 

did he use to talk less when he was in third 
or what was it like? 

047 B: Hablaba menos. B: He used to talk less. 

048 R: ¿Cómo crees que logró avanzar? R: How do you think he improved? 

049 B: Pues yo creo que como estuve encima 
de él. Porque yo veía que sí sabía. No más 
que no quería hacer las cosas. Se le hacía 
muy fácil hablarlo en español o decirlo en 
español. Además de que el año pasado 
era mucho más inquieto.  
Él prefería estar tirado en el piso a lo 
mejor, que hablándome en inglés o 
poniéndome atención. No, sí era de 
“Siéntate. Ya lo expliqué. Ahora tú 
explícame. Haz un ejercicio.” Y 
normalmente como yo veía que sabía 
mucho lo ponía con David y Eduardo 
porque el año pasado eran más lentitos 
para que les ayudara. 

B: Well, I believe that it was because I was 
following him. Because I saw he did know. 
It was just that he didn’t want to do the 
tasks. It was easy for him to say everything 
in Spanish. Besides, last year he was much 
more restless. 
He’d rather be lying on the floor than 
speaking English with me or paying me 
attention. No, it was like: “Sit down. I’ve 
explained it already. Now you explain it to 
me. Do this exercise.” And usually, as I saw 
that he knew a lot I have him work with 
David and Eduardo because last year they 
were a bit slow, so he could help them. 
 

050 R: Ya. R: I see. 

051 B: Es que ya lo que me daba cuenta es 
que (imagina el diálogo y lo dice): “No, la 
teacher lo explicó así porque es así. 
Tienes que seguir…” Les explicaba a los 
compañeros. 

B: You know I realized that (she rehearses 
Mariano’s role as a tutor of his slow 
classmates: “No. This is the way the teacher 
explained this because it’s like this. You 
have to do…” He would tell his classmates. 

052 R: Entendo. R: I understand. 

053 Era de estar encima de él: “Puedes 
hablarme en inglés.  Sí puedes estarte 
sentado.” Yo creo que de tanta lata que 
le di, ya (ríe). A ver. Pero sí he visto una 
evolución., una evolución. 

B: Yeah, I had to check on him all the time: 
“You can speak English to me. You can 
remain seated.” I believe that I was such a 
pain for him (she laughs). Let’s see, but I did 
notice his development, development. 

054 R: ¿Quieres que ponga la grabación niño 
por niño para que me comentes de su 
expresión oral o quieres hacer un 
comentario en general? 

R: How do you want to continue? Shall we 
listen to the audio kid by kid so you can 
comment on their speaking ability or do 
you prefer to make a general comment? 

055 B: Pues de ellos más o menos sí me 
acuerdo. De pronunciación creo que con 
la que más sufrí fue con Manuela.  Es que 
a ella le cuesta mucho trabajo el inglés. 
Le cuesta mucho trabajo trabajar. 

Well, I think I remember. I think that 
regarding the pronunciation, I think that I 
suffer the most with Manuela. English is 
really hard for her. It’s hard for her to work. 
 

056 R: ¿Por qué? ¿A qué te refieres quiero 
decir con por qué? 

R: Why? What do you mean? 

057 B: No. Yo creo que no le gusta. Entonces 
no le muestra mucho interés. Esté…como 
que le da igual. Si pronuncia bien qué 
bueno. Yo los voy corrigiendo cuando van 
leyendo. Ni se inmuta. [Imita a la niña.] 
“eeem” Y por más que la corrija, sigue 
leyendo y lo pronuncia otra vez mal. 
 

B: No. I believe she doesn’t like it. So, she 
doesn’t show much interest. Um, it seems 
it’s indifferent. If she pronounces well, fine. 
I correct them while they read. She doesn´t 
care. [She imitates the girl’s attitude.] 
“um”. And even if I correct her, she keeps 
reading and makes the same mistake 
again. 

058 R: Entiendo. R: I see.  

059 B: Se me hace que no que es un idioma 
que no le gusta entonces le va costando 

B: It seems to me it is a language she 
doesn’t like, and it’s hard for her. For 
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trabajo. Por ejemplo, si le pongo voc. y le 
pongo dibujos. “Ah eso sí es bien padre. 
Eso me gusta hacerlo.” Entonces 
normalmente procuro ponerle pues así 
que las formulitas, que la carita bonita 
para que muestre interés y entonces se le 
grabe. 

example, if I give a vocabulary task with 
illustrations, [she imitates the girl.] “Ah 
yeah, that’s nice! I like to do that.” So, I 
usually try to put the formulae with a nice 
illustration of a little face so she gets 
interested in it and pays attention and 
remembers it. 

060 R: Ya. R: I see. 

061 B: porque sí le cuesta mucho trabajo. Y 
creo que fue la que más trabajo le costó. 
¿Lo sacó? Sí lo hizo. Pero creo que fue 
como a la que más le costó trabajillo. 
Eduardo también ahí vamos. Lo voy 
sacando adelante poco a poco porque 
tampoco me muestra mucho interés en 
clase. 

B: it’s really hard for her. I believe that this 
task was harder for her tan for the rest of 
the kids. But did she succeed? Yes, she did. 
But it was more difficult for her. 
 With Eduardo, there we go too. I’m 
pushing him/I’m having him work little by 
little because he doesn’t show much 
interest either. 

062 R: Eduardo, ¿no?  R: Eduardo, right? 

063 B: B: Pero también ahí voy, tratando de 
ver por dónde le llego. Que a él ni dibujos, 
ni escrito, ni hablado. Pero ahí voy 
también peleándome con él. Y Diego, por 
ejemplo… David sí fue el que me 
dejó…híjole… súper orgullosa y lo felicité. 
Tengo que decirte que sí lo felicité porque 
te digo, llevo con esta es la cuarta 
exposición y en ninguna había hablado. O 
si habla, habla la mitad de la exposición y 
se suelta y llore y llore; pues porque le da 
pena y ese día yo también pensé que no 
por eso me senté y le dije “Cuando tú 
quieras, yo no tengo prisa, empiezas.”  
Híjole, no. Me sentí súper, súper, súper. 
De que además lo hizo bien y de que LO 
HIZO. 

She confirms his name. But there again 
there I go, trying to see how can I get to 
him. Cos neither illustrations nor written or 
speaking tasks. But there I go, struggling 
with him. And David, for example… Oh, my 
God… he made me feel so proud!! I 
congratulated him. Yeah, I have to tell you 
that I congratulated him, because let me 
tell you this is the fourth oral presentation 
but he hadn’t said a word in the previous 
three. Or if he did, he did half of it and then 
he started to cry; cos he feels shy and that 
day (the day of the ST session) I thought he 
won’t be able to do it that’s why I sat down 
and told him: “Whenever you feel ready. I 
have no hurry at all.” Oh, my God! I felt 
super, super, super. Cos on the one hand he 
did it well and on the other, HE DID IT. 

064 R: Ya.  R: I see. 

065 B: Y pues lo hizo. B: Yeah, he did it. 

066 R: Sí, sí, sí, se ve… R: Yes, yes, we could see that. 

067 B: pues eso era lo importante. B: And that was the main thing. 

068 B: Sí. algo. Ahora ya conmigo habla 
conmigo en clase. A mí en primero y en 
segundo me decían parece que no está, 
que no hay nadie. 

B: Yes, something. Now he already talks to 
me in class. In first and second they would 
tell me it seems he’s not here, there’s 
nobody. 

069 R: ¿Ha estado en la escuela todos varios 
años? 

R: Has he been in this school all several 
years? 

070 B:  Cuando yo entré en tercero. Pues es 
más yo ni los conocía. No más de vista 
pero no por nombre. Cuando yo entro y 
les empiezo a preguntar los nombres. 
Pues él no más me veía y estaba 
callado.[Imita el diálogo de ese día con 
los niños.] “Se llama David.” “T: Hola, 
David, mucho gusto.” No o sea no 

When I started to work here in third, I 
didn´t know them. Well I did but not by 
their names. When I get in [the classroom] 
and started to ask their names… he just 
looked at me and remained silent. (She 
rehearsed their dialogue). Kids: His name is 
Daniel.” T: Hi, David, nice to meet you.” No, 
I mean, he wouldn’t say a Word, not even 
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hablaba nada, nada. Le daba mucho 
miedo. Tampoco leía así en público. No 
leía. O sea nada, nada, nada. Ahorita ya 
habla poco en inglés, lee. Porque cuando 
yo veía que no se me animaba a leer. 
“Lee.” O se me salía al baño o era chillar. 
Entonces le pedí a mediados de tercero 
un libro. Se lo llevaban de tarea diario 
una hojita para leer y releer. Y me 
acuerdo un día que lo puse a leer, sí, chun 
chun chun [hace como el niño que lee.] 
Y hasta él mismo lo ha notado porque si 
le pregunto: “¿Cómo te sientes ahora. 
¿Cómo has avanzado en la lectura”? 
Niño: “Mucho Miss.” 

one. He was scared. He wouldn’t read aloud 
either. He wouldn´t read. I mean, nothing, 
nothing, nothing. Now he speaks a Little, 
reads. Because when I saw that he 
wouldn´t dare read, I would ask him: 
“Read.”And so he would stand up and rush 
to the restroom or start to cry. So, in the 
middle of third I ask for a reading text. They 
would take it home as homework to read 
and re-read one page. And I remember that 
one day I asked him to read…Yes “chun, 
chun chun.” [She pretends she’s Daniel 
reading.] 
And even he has noticed his change 
because if I ask him: “How do you feel now. 
How did you improve your reading skill?” 
David: “A lot, Miss.” 

071 R: Entiendo. R: I see. 

072 Un día su abuelita me dijo: “Es que 
necesita agarrar confianza.” Pero ya en 
mi segundo año…ya, ya agarró confianza, 
después de mucho tiempo. 

One day his grandma told me: “You know, 
he needs to feel comfortable.” But in my 
second year (as his teacher) he has started 
to feel comfortable, after a long time. 

073 R: Claro. Sí. sí, también el lazo que van 
teniendo ustedes, ¿No? 

R: I understand. Yes, it’s also that you two 
are building a bond, right? 

074 B: Así es B: That’ right. 

075 B: Entonces que la verdad David sí. Me 
siento muy orgullosa de él. Precisamente 
porque he visto todo el cambio que ha 
tenido. Desde que lo agarré hasta 
ahorita, es un cambio muy bueno. 

B: Yes, truly, I feel very proud of him. 
Precisely because I’ve witnessed the 
change/development he has had. Since he 
became my student up to the present, it’s a 
very good change. 

076 R: Ya. R: I see.  

077 B: Ya van dos veces que lo felicito: ese día 
de la exposición y regresando de 
vacaciones. Creo que la primera semana 
que regresamos. Porque va a la par de 
Maxi. Y me copia a la par de Eduardo, me 
resuelve los ejercicios bien y me habla 
bien. 

B: It’s been twice that I congratulated him: 
the day of the ST performance and when 
we came back from the [Christmas] 
vacations. I think it was on the first week. 
Because he works as fast as Maxi. And he 
copies as fast as Eduardo, and speaks well. 
 

078 R: Qué bien. R: Amazing. 

079 B: Y sí se lo dije: “Espero que así sigas. Es 
un cambio impresionante. Te felicito. Y 
qué más te puedo decir.” 

B: And I told him: “I hope you continue this 
way. It’s an amazing change. 
Congratulations. What else could I say?” 

080 R: Claro. R: I understand. 

081 B: Y me lee muy bien. Ahí voy con él. Ahí 
voy. Era como un reto. ¿No? 

B: And he reads very well. There I go with 
him. There we go. It was like a challenge. 
Wasn´t it? 

082 R: Sí. R: Yes. 

083 B: Así como Manuela y Eduardo son 
ahora un reto para sacarlos adelante y 
que salgan bien, David también era un 
reto para mí. 

B: In this same way as it is now a challenge 
to have Manuela and Eduardo learn and 
work well. 

084 R: Entiendo. Muy bien.  
¿Y de quién no hablamos de cuarto? 

R: I see.  
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OK, so who haven’t we talked about of 
fourth?  

085 B: ¿Quién falta? Dalia, de Dalia. Pues 
Dalia, sí tengo que decirte que en tercero, 
le echaba más ganas. Ya ahora la siento 
que ha bajado mucho su rendimiento. No 
sé también si algo pasa por ahí, este… 
Pero sí, ya ahorita platiqué con ella. Digo; 
¿Tú lo has notado? También los chicos de 
quinto y sexto, se me acercan mucho, me 
tienen mucha confianza. Y entonces eso 
es lo que estoy tratando de hacer con 
Dalia. Para que me diga qué está 
pasando. Porque sí se me tarda mucho en 
clase. No le está echando tantas ganas. 

B: Who? Dalia, about Dalia. Well about 
Dalia I have to say that in third, she worked 
harder. I feel that now her performance is 
much lower. I don’t know if something is 
going on, um… 
But, yes, I’ve already spoken to her. (she 
changes the topic a little bit). I say, have 
you noticed? Also, fifth graders and sixth 
graders come to me, they trust me. And so 
that’s what I’m trying to do with Dalia. So, 
she can tell me what’s going on. Because it 
takes her a long time to work in class. She’s 
not trying. 

086 R: Entiendo. R: I see.  

087 B: Que ese día sí me hizo su exposición 
bien y todo. Si alguna pronunciación le 
falló, pero la siento que no está 
trabajando…  

B: But no doubt that she did his oral 
presentation very well and everything. She 
had some pronunciation mistakes, but I feel 
she’s not working…  

088 R: Ya. Muy bien…como dices, ¿no? Y 
como nos dice el director de secundaria, 
cambian mucho. 

R: I see. OK…as you say. Right. And as the 
secondary director says students change a 
lot. 

089 B: Ahorita trae alboroto por uno de 
secundaria. [Se ríe]. 

B: Now she feels upside down because she 
likes a secondary student. [She laughs.] 

090 R: Entiendo. R: I see. 

091 B: Mi niña y este no sé si eso la está 
haciendo… Le dije: “Qué padre, qué padre 
que te guste. Yo no voy en contra de que 
te guste, al contrario. ¡Qué bueno! Pero 
ahorita en lo que está que es la escuela y 
en aprender. Y ya habrá tiempo de que 
esté echando novio y lo que sea. Digo 
porque este chico luego va y me saluda 
en el salón o se mete a mi salón o algo y 
este… ¿No? Ya sabes [suspira como 
imitando a la niña enamorada.] Y no sé si 
por ahí va su enamoramiento. 

B: Poor thing and I wonder if it’s due to 
that…I told her: “How nice, how nice that 
you like him. I’m not against that, on the 
contrary. I’m glad!”  But now she is at 
school, she has to learn now. And she’ll 
have time to have a boyfriend and 
everything. I say this because this boy 
sometimes goes and greets me in the 
classroom or something and …You know? 
[she sighs like the girl who’s in love].  
 

092 R: Ah, ya. R: I see. 

093 B: Como dicen por ahí que la está 
distrayendo un poco… 

B: As the saying goes, she‘s quite 
distracted… 

094 R: Entiendo. R: I understand. 

095 B: Pero en general, si pues también fue 
un grupo que me dejó contenta. 

B: But in general, I was glad about this 
group’s performance too. 

096 R: Ok. A mí me impresionaron. Sí, sí 
porque si comparo lo que vi en tercero 
con lo que vi en cuarto es realmente 
impresionante. Porque los de tercero se 
apoyaron bastante en su texto escrito. 
escrito. Los de cuarto, no. Lo dijeron 
todos de memoria. Y podían decirlo. Y 
creo que hasta disfrutaban que estaban 
haciendo eso. Entonces… 

R: I was impressed. Yes, yes because if I 
compare what I saw in third with what I 
saw in fourth is really amazing. Because 
third graders read from their notebook. 
Fourth graders didn’t. They knew it by 
heart. And could say it. And I believe they 
enjoyed what they were doing. So… 
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097 B: Sí. B: Ese es el chiste. B: Yes. That’s what this is all about. 

098 R: ¿Cómo ves la diferencia entre ambos 
grupos? Regreso a la misma idea, este, 
¿Cómo ves su habilidad oral, su avance o 
desarrollo? 

R: What differences do you see between the 
two groups? I come back to the same idea, 
um, their speaking ability, how do you see 
their evolution or development?  
 

099 B: Sí. Realmente, sí. Cuarto se expresa 
mejor… Con mayor fluidez y tercero 
todavía de repente se me un poco. 

B: Well, fourth graders really express 
themselves better… More fluently and third 
graders still suddenly get stuck a bit. 

100 R: ¿Y cómo crees que pasó eso? ¿Cómo 
llegan de tercero a cuarto? Este, ¿tú los 
tuviste en tercero? 

R: How come? How do they get to you in 
third? Were they your students in third? 
 

101 B: Lo que pasa es que digo, también en 
tercero los puse a exponer mucho. Pues, 
yo creo que eso ahorita que están en 
cuarto [ríe] yo creo que también les 
ayudó a soltarse, a agarrar confianza. 

B: Well, I have them present a lot of oral 
presentation. Well I believe that now that 
they are in fourth, [she laughs] I believe 
that that helped them to feel more 
comfortable 
 

102 R: Entiendo. B: I see.  

103 B: Yo creo que eso también. Porque luego 
si llegan los lunes y les pregunto: “¿Cómo 
les fue? ¿Qué hicieron? Y que esto y 
entonces nos van contando. Yo creo que 
eso también los ayudó, las exposiciones… 

B: I believe that helped. Then when they 
come on Monday and I ask: How was 
everything on the weekend? What did you 
do? I believe that that also helped, the oral 
presentations. 

104 R: ¿Haces esa actividad que en algunas 
escuelas se llama “circle time”? Que 
cuando llega del fin de semana… 

R: Do you do that activity that some schools 
call “circle time”? It is that when they get  
from the weekend... 

105 B:  De repente. No todos los lunes porque 
si no este, se van como acostumbrando. 

B: Sometimes. Not every Monday because if 
not it’s like they get used to it. 

106 R: Entiendo. R: Entiendo. 

107 B: De repente si llego y les pregunto y no 
“Yo no entiendo español. Tú dime en 
inglés.” Entonces van como “ah, ah, ah”, 
poco a poquito. 

B: Sometimes when I get there and ask 
them something and I say: “I do not 
understand Spanish. You have to speak 
English.” Then they go like “ah, ah, ah”, 
little by little…”  

108 R: Soltándose.  R: they start to talk… 

109 B: Soltando. Digo que ahorita que te 
decía que el otro día les dije que a mí ya 
no voy a saber español; me lo tienen que 
decir en inglés. (Imita a los niños.) “Ah, 
pero si no sabemos.” “Me preguntan en 
español, y lo repetimos en inglés. Ya van 
a quinto y pues ya, ya se acaba el 
español.” 

B: They start to talk. I was telling you that 
the other day I told them that I will forget 
all my Spanish; they will have to tell me in 
English. (She imitates the kids.) “But if we 
don’t know.” So, they ask me in Spanish, 
and we repeat that in English. They are 
going to be fifth graders, Spanish will be 
over.” 

110 R: ¿Y qué expectativas tienes de esa 
actividad, de que empiecen a expresarse 
en solo en inglés? ¿Qué esperas? ¿Cómo 
les va a ayudar? 

And what are your expectations from this 
activity, that the start to speak English 
only? What do you expect? How is it going 
to help? 

111 B: Pues ahora sí que digo que les va a 
ayudar en todos los sentidos, tanto a 
saber expresarse, saber decir cosas y 

Well, you know I say that it’s going to help 
them in every way, to know how to express 
themselves, to say things and um, well, also 
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este, pues para cuando viajen que 
cuando les hablen en inglés puedan 
hablarlo. 

for traveling., that when they are spoken to 
in English they be able to speak it. 

112 R: Ya.  R: I see. 

113 B: Se sepan expresar. No nomás conmigo: 
“Teacher, What is this? What is that?” 

B: They know how to express themselves. 
Not just with me: “Teacher, what’s this? 
What’s that? 

114 R: Claro, entiendo.  R: I understand what you mean. 

115 B: No nomás cosas escolares. Si no más 
allá. Ese es mi propósito ahorita. 

B: Not just school language but beyond. 
That’s my purpose now. 

116 R: Ya.  R: Ya. 

117 B: Yo creo que tratan, tratan de hacerlo 
porque, ¿por que él sí puede y yo no? 
Pues todos estamos iguales. Todos tienen 
dos ojitos, dos manitas. Todos podemos. 
Aquí no es de no, no puedo. Todos 
podemos. 

B: No. I believe that they try, they try to do 
it because why can he do it and I can’t. 
Because we’re all alike. They all have their 
little eyes, two little hands. We can all do it. 
Here it’s not about not being able to. We all 
can do it. 

118 R: Entiendo. R: I see.  

119 B: es lo que les digo. Todos podemos 
hacer todo. A lo mejor con nuestros 
errores, si. No somos perfectos pero de 
que podemos, podemos. Entonces trato 
de echarles porras. 

B: That’s what I tell them. Each of can do 
anything at all. May be with our mistakes, 
yes. We’re not perfect we can, we can. So, I 
try to encourage them. 

119 R: Yo creo que sí te creen porque lo dices 
de corazón. 

R. I think they believe you because you 
mean it. 

120 B: Sí.  B: Yes. 

 
 
 
 
 
B. 3 
Pre-observation interview, observation and post-observation interview 
 
Participant: Natasha 
Set 1 
Date: March 16, 2016 
Pre-, observation and post observation 
Sixth grade  

 
Pre-observation: 4’ 
Post-observation: 23’ 
 
 

 

 Actual Interview (Spanish) English translation 

01 R: Quisiera que tú me contaras un poquito 
de lo que yo voy a ver: en qué consiste la 
actividad, cuáles son tus objetivos, por qué 
la haces, si ya la hiciste antes. Como que 
me hagas el marco... 
 

R: I want you to tell me a bit about what 
I’m going to see: what are the activities 
about, which are your objectives, why you 
do those activities, if you’ve done them 
before. Like giving me a framework… 

02 N: OK. N: OK 
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03 R: Y de tus expectativas, pero ahí, 
empecemos con que me cuentes y de ahí 
seguimos. 

R: and about your expectations, but let’s 
start with your narration and then we’ll 
continue. 

04 N: OK. N: OK. 

05 N: Bueno, el avance programático lo voy 
siguiendo con el libro (I: Ya.). A veces en el 
libro encontramos cosas que son a veces 
muy elevadas para ellos y aunque pueden 
intentar contestarlo en el libro, el que 
realmente lo usen en su, en la práctica, es 
diferente, entonces ya he usado con ellos 
una táctica si se puede llamar así, de que 
sea como un concurso. Entonces son dos 
equipos que eligen, o bueno, o bueno, uno 
del equipo, de cada equipo pasa y yo les 
hago una pregunta. En este caso voy a 
usar, bueno vamos a repasar pasivo y 
activo, ¿No? Los enunciados pasivos y 
activos. Es algo que ya hemos visto antes 
pero necesito reciclarlo para que a través 
de la actividad ellos lo integren a como 
ellos hablan. Y en este caso que es un poco 
complicado que sepan usar el, el tiempo 
correcto y bueno, jugar me parece la mejor 
opción porque no se estresan. 

N: Well, I develop the program with the 
book. /I see/Sometimes in the book we 
find things that are too difficult for them 
and although they can try to answer them 
in the book, to have really use them 
practically is a different issue. Hence, I’ve 
already applied a tactic, if it could be 
called that way, and it is to have a 
contest. Then, there are two teams that 
choose…, well, one member of the team, 
of each team goes to the front and I ask 
them questions. In this case, I’m going to 
use, well we’re going to review passive 
and active, right? Passive and active 
statements. It’s something we have 
already studied but I need to recycle it so 
through this activity, they integrate it to 
the way they speak. And in this case, it is 
a bit complicated that they know  
how to use the correct tense and well, 
playing seems to me the best option so 
they do not get stressed.  
 

06 R: Ya. R: I see. 

07 N: No es como un examen. N: It’s not like a test. 

08 R: Claro. R: I understand. 

09 N: Entonces no se estresan y lo que 
permito en este juego es que si el alumno 
no se sabe o está titubeando, a lo mejor, 
en vez de ganar dos puntos gana un punto 
pero puede ir con su equipo y ellos le dicen 
la respuesta. (I: Ya.) Entonces es como un 
aprendizaje en ese mismo momento que 
entre ellos se ayudan y como que entre 
todos repasan. 

N: In this way, they don’t get stressed and 
what I allow in this game is that if a 
student doesn’t know or is hesitating, it’s 
like learning that takes place at that 
moment; they help each other and it’s a 
way to review the contents 
collaboratively. 

10 R: Sí. Pues lo veo más que sensato, ¿no?  R: It seem very sensible. Isn’t it?  

11 N: Sí. N: Yes. 

12 R: porque se motivan así, ¿no? R: Because they get motivated, right?   

13 N: Exacto. N: Exactly. 

14 y hay veces que cosas que no se te vuelven 
atractivas porque no les ves mucho sentido o 
porque no están en inmersión o porque la 
pasiva no es algo que ni en español uses mucho 
(N: OK) al tener que (N: Sí, exactamente.) 
trabajar con los demás, este –que te echa la 
mano y todo- pues hasta a muchos se les va a… 

 

R:  sometimes, some topics may not seem 
interesting because they don’t make 
sense and perhaps passive voice is 
something we don’t even use much in 
Spanish. But if you have to work with your 
classmates because they help you and 
everything I imagine many of them// 

15 N: Eso es importante, que no se sientan 
descartados. (R: Ya.) El juego no se trata de 
tache palomita, tache palomita sino trata de 

N: That is important, that they do not feel 
discarded. (R:Ya.)  That is important, that 
they do not feel discarded. (R: I see.)  
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recordar, trata de pensar, recuerda tu ejercicio. 
Algunas veces dejo que tengan su libro abierto. 
(R: Ya.) Por em, depende, ¿no? Si ya va la 
segunda, la tercera vez, bue… (R: Ya.) será sin 
libro y demás. 

 The game is not about “wrong”, “right”, 
“wrong”, “right”. On the contrary, it’s 
about: try to remember, try to think, 
remember the previous exercises. 
Sometimes I allow them to have their 
book open   

16 N: Y tú, ¿Qué esperas? ¿Tus expectativas de la 
actividad qué son?  

N: And you, what do you expect? What 
are your expectations about the activity? 

17 N: Espero que, bueno como que a pesar de que 
no es un grupo grande, algunos ya lo habrán 
entendido muy bien, otros, no. Entonces yo 
espero que aquellos que todavía no lo han 
entendido les caiga otro, otra, otra monedita 
(R: Ya.) de “¡Ah! Por fin le entendí, a lo mejor 
las tres clases anteriores no le entendí, pero 
ahorita ya.” Entones yo pienso alcanzar a esos 
que faltan; con los que ya lo entienden, repasar 
y que tengan un poco más de seguridad de que 
están usando los tiempos correctos.  

N: Well, I expect that although it is not a 
big group, some have already understood 
it (passive voice) and others haven’t. 
Hence, I expect that the ones who haven’t 
understood, get it a little better. Like “Ah, 
I finally got it. During the three previous 
lessons, I didn't understand but now, I 
do." Consequently, I want to reach those 
ones, review the topic and that the ones 
who already understood it feel more 
certainty about using the right tenses. 

18 R: Ya. Y en términos de la expresión oral ¿cómo 
ves la actividad o qué esperas? 

R: I understand. And regarding their oral 
skills, what do you think of this activity or 
what do you expect?  

19 N: Claro, el que primero cuando es un juego 
traten todo acerca del juego de hablarlo en 
inglés. Eso es importante. Porque finalmente es 
como vida real. Es vida real entonces yo espero 
que ellos puedan comunicarse unos de otros 
de: “usa esto, menciona esto (R: Ya.) toma en 
cuenta esto, en inglés. Aparte de obviamente 
del objetivo principal de este, o sea este tema 
que queremos repasar pues obviamente que lo 
puedan decir bien. 

N: Right, first of all, since it is a game they 
have to try to do everything that is related 
to the game, in English. Because, in the 
end, it’s like real life. It’s real life, hence, I 
expect that they can communicate among 
themselves: (she imitates students’ 
discussions) “Use this, mention that, 
consider this.”, in English 
 

20 R: Ya. Ok pues, ya. R: I see. 

21 N: ¿Listo? N: Is that what you wanted to know? 

22 R: Si, sí. Muchas gracias. R: yes, yes, thank you very much. 

23 N: De nada. N: You’re welcome. 

 
 
 
B.3 
 
 
Observation 
Participants: Sixth graders 
Date: March 16, 2016 
Duration: 20’ 
Teacher: Natasha 
Number of students: 8 ss. (one girl and ten boys) 
S: means any student as well as S, 1 or S2. Number just try to indicate a change of interlocutor or 
speaker. 
 
 
 

1. N: Students are laughing so the teacher asks them) What happens? What’s going on?  
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2. S: (A boy) “How doy you say “abrazar”? 
3. N: “Hug”, “embrace” 
4. Boys: V wants a hug (she is the only girl in the classroom). (Some children laugh.) 
5. N: Really?  
6. V: No,  
7. A boy: Yes! 
8. N: (changes subject and does not join them in their joke) OK, first, (very seriously) please sit down 

(she tells a boy who continues with the “hug” joke). We’re going later to continue with 
(unintelligible). I will check your points (Each day students make points for their team) OK. We are 
going to continue with the activity with two teams. Remember? We have “the best” four (the name 
of a team). You four and you four (she divides the class into two teams). The same amount of 
students in each team.  

9. S: The best! 
10. N: The name of your team is “the best”. Can you come and write it? (Now she invites a member of 

the other team to write its name on the blackboard). And can you come and write it? (Students 
murmur. The blackboard is not well so they need a certain type of chalk to write on it. They cannot 
find that kind of chalk. N suggests the asked the Spanish teacher but, in the meantime, they found 
it.)  

11. In simple words, in simple words, who can tell me, who can tell me if this is passive is passive or 
active? (some children are talking among themselves) passive or active? But first, in simple words 
how would you describe “passive”? 

12. S: Esperen no sabemos quién lo dijo. Es que la acción…es obvia. Podemos saber quién hizo la acción 
porque es obvia. 

13. N: Es obvia por quien la hizo. Algunas veces se mencionará y algunas veces, no. ¿Me puedes dar un 
ejemplo en español? 

14. S1: mmm Mi mamá preparó la sopa. 
15. N: ¿Eso es pasivo? 
16. S2: La sopa ha sido preparada. 
17. N: O la sopa ha sido preparada. 
18. (two or three students are giving their opinion at the same time the teacher is explaining) O lo 

dejamos así: la sopa ha sido preparada o digamos la sopa ha sido preparada por mi mama, ahí 
¿qué es lo más importante que se está mencionando? (SS: la sopa.) La sopa en sí, no tanto quién lo 
hizo. OK. Now we’re going to continue like yesterday I’m going to say a sentence and you’re going 
to tell me if it’s passive or active. Write one point to your team because you explained. OK? 

19. S: Oh, my god. 
20. N: Ok. Now we start with Manuel and Noé (these are students who have a learning problem: they 

both need special attention and extra support to follow the English and Spanish classes. N put each 
of these students in a different team). Come to the front. You’re going to write if it’s passive or 
active. (One student shows with his facial expression he does not understand) of the sentence I’m 
going to write. Ok. The flights have been booked. The flights have been booked. (Children murmur 
because one of them needs a pencil. N. suggests they look for the Spanish teacher to get one). 

21. M: I have finished. 
22. Noé: I have finished. But this is not… (It seems he does not understand something.) 
23. N: Ok. I’m going to repeat. The flights have been booked.  
24. Manuel: Va así. 
25. S: Bien, Manueli. 
26. N: The flights, what are flights? 
27. Ss: los vuelos. 
28. Noel: han sido, han sido reservados. 
29. N: reservados, entonces, ¿Qué es más importante: quién lo reservó o en sí los vuelos?  
30. Ss: los vuelos. 
31. N: Los vuelos. Then it’s passive. OK, one point… no, two points for your team. OK. Very good. 
32. Ss: Me, me, me, me, me. 
33. N: Next person.  
34. Ss: me, me, me, me,  
35. N: The crew has boarded the plane. “Crew”, tripulación. The crew has boarded the plane. Ok. Is it 

correct? 
36. N: Yes. Two points and one point because he finished first. 
37. Ss: me, me, me, me. 
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38. N: Next one. 
39. S1: teacher, me, me, me. 
40. N: Yes, come. 
41. (One child is whispering to a classmate a clue of how to distinguish a passive sentence. The teacher 

repeats what this student was saying.) 
42. N: If it is used has been or had been is passive. (Two participants compete: a boy and a girl). The 

code has been read… has been read. 
43. (Children murmur, thy are trying to see who finishes first ad who is right. ”Bueno, pero Victoria está 

bien.) 
44. Who is right?  
45. S: Victoria, Victoria. 
46. N: Victoria because “It is the code has been read”. In Spanish?  
47. S: El código eh… 
48. S1: ¿Me lo puede repetir, por favor? 
49. N: The code has been read. 
50. S: ¿El código es rojo? (with uncertainty) ¿El código ha sido revelado? 
51. S2: ¿Cómo? 
52. N: Ha sido leído. 
53. Ss: Aaaah. (Some giggled because they understood.) 
54. N: Ok? Two points. (Ss. Murmur.) 
55. Es importante quién lo leyó o el código. 
56. S: El código. 
57. 10’ 
58. N: Gabriel said something: if it uses has been or had been then it is passive. 
59. G: Teacher, why? (Maybe he did not want this “secret clue” to be revealed.) 
60. N: Fingerprints have been seen. Fingerprints have been seen. Ok: two and one (she is assigning the 

points.) Two and one. Ok. Next one. 
61. N: Manuel. 
62. Ss: Manuelillo. 
63. N: Someone has taken the box. 
64. M: What? 
65. N: Someone (G interrupts: Remember Manuel.) Someone has taken the box. 
66. (Some Ss. are excited about who will finish first and have the answer right: “sí, sí, sí.)  
67. Noé: Finished! 
68. N: What are you doing? (She asks a student who is not paying attention). Who finished first? 
69. S: Noé. 
70. Noé: Me. Me. 
71. N: Ok: two and one.  
72. S: Yes! 
73. N: Two points and one. Next person. 
74. S: Yes. 
75. S1. Gabriel. 
76. N: The witness has been questioned. “Witness”: testigo. The witness has been (S: teacher) 

questioned. 
77. S: teacher.  
78. (Someone knocks the door. N: Adelante. An employee brings something for a student.) 
79. N: Ok. You wrote this? 
80. S: A ver? 
81. N: You wrote this. The witness has been questioned. 
82. S: Yes, Gabriel is right. 
83. N: What’s important the witness o who made the questions? 
84. Ss: the witness. 
85. N: the witness, fácil. Two points. Next one. 
86. S: Miss 
87. N: The man has worked for the government. (some ss. murmur.) Ok. Two points and one point.  

Next person. (Ss murmur) People have studied the map. 
88. S: Yes! (his team finished first.)  
89. N: OK. Two points and one. Next one. 
90. S: Vas Manuel. 
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91. N: Now, we’re going to change the exercise. I’m going to tell you two words and you have to make 
a passive sentence. (A student gasp as if surprised or challenged by this task.) Example: books 
stuck: stuck: o sea poner así (she shows the meaning of stuck.) The books have been stuck. Another 
example: board, clean. The- board- has- been- cleaned (some children said that sentence along.) So, 
you have to put has been or have been to make a passive. Window/ shut.  

92. S: Window shut? 
93. N: Window/shut. 
94. S: finished. 
95. S1. Noooo! (he does not want his team to lose. They notice he has made a mistake.) 
96. N: Go with your team, go with your team and try to… go with your team. Make a sentence using 

window and shut. 
97. S: Window and shut? 
98. S1: The window… 
99. (Ss. Work for a couple of minutes in silence. One student asks the window broken? He forgot the 

second word.) 
100. N: Shh! (The students write on the blackboard. While the class is silent.) Shut is S-h-u-t., s-h-u-t. 

(Students murmur) s-h-u-t. (some Ss discuss the answer among themselves.) N. (reads the answers 
of the two teams) the window has been shut. The window has been shut. Well in this case, this is a 
verb that it is the same in past and past participle. It is just “shut”. But I’m going to give you the 
points. (The students wrote “shutted”.) I’m going to give you one point and one point. Now we’re 
going to play like telephone (Ss murmur.) I’m going to tell you two words and you have to pass 
them… (A boy from Manuel’s teams says in a low voice: “Que Manuel sea el primero. Another boy 
says: No.) and then in teams form the phrase or the sentence. Yes? Sit down. (Gabriel says to his 
team: Yo puedo ser el primero y se la paso a este.) Yes, two of you have to come. The words are: N. 
whispers the words to each of the two students. 

101. (Really silently they keep transmitting the words to the other team members.)  
102. N: In teams do it together. In teams, do it together. Yes. 
103. S: teacher, Miss, I have it. 
104. N: Now that the four know you have to do it in team. 
105. S: No, Viki (to Victoria.) 
106. S: (to the teacher) I have it.  
107. N: Do you have it? 
108. S1: teacher. 
109. N: You have to tell him. 
110. Two students go to the blackboard to write the words. 
111. S: I have finished. I have finished. 
112. (The other student is still writing). 
113. S2: No! 
114. N: Let’s check. The homework-has-been-corrected (Some students read along). The homework has 

been corrected. Ok. I’m going to give two points and one point. Ok the next pair of words. Who’s 
next (children murmur to get organized.) 

115. (N whispers the two words to the Ss and says: “Go”). Ok, in team, in team, in team. Think of the 
sentence. 

116. M: I have finished, teacher. Ok. Let’s check. The floor has been swept. “Swept” is the past and past 
participle of “sweep”. The floor has been swept. Ok. Two points and one point. (Children murmur 
for a few seconds.) You’re next. 

117. (N gives them two words, the children pass them to their team and write the words on the 
blackboard.) The supplies have been put away. (S: Es lo mismo.) The supplies have been put away. 
“Put” is the same in present, past and past participle. (Children murmur) Ok. The last one (S: te toca 
Gabriel.) 

118. 19’ 
119. G: Finished. 
120. S (of the other team). Wait, wait. 
121. N: The computer has been restarted and the computer has been restarted.OK? 
122. I’m going to give you three and two because you were first. (Some Ss clap.) Please sit down. Now 

I’m going to give you (S. interrupts, teacher.) (unintelligible) you have to raise your hand: Trash-
empty. 

123. Ss: teacher, me me, me. 
124. N: (She ask one of the Noé.) What do you say: think. 
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125. S: mmm. 
126. N: trash. 
127. Noé: The trash has been 
128. N: empty. 
129. Noé: The… ah! 
130. S: Teacher (he wants to say it). 
131. Noé: The trash…has been has been empty. 
132. N: Empty? 
133. Noé: empty 
134. N: Emptied. Ok, I’m going to give you two points. Ok? 
135. S: Hey, teacher, me! 
136. N: Desks straighten. 
137. S: Desks have been straight-ted. 
138. N: Straighten. Why have? 
139. Ss: Because it’s plural, plural. 
140. N: Because: desksss. Very good. Two points for your team. 
141. Lights- switch off. 
142. S: Lights have been switch off. 
143. N: Switched off, switched off, ok? Mmm. Board-clean. Board clean. 
144. S: The board… 
145. N: The board… 
146. S: The board has been clean. 
147. N: Cleaned. Ok, two points for you. Books stuck 
148. Ss: Me. 
149. S: The books has been stuck. 
150. N: Have been stuck. (The student repeats this.) Now, you’re going to help me to put it in passive. 

I’m going to say in active and you say it in passive. Someone’s eaten my sandwich. 
151. S: Someone… 
152. Ss: No, no, no, Miss. My sandwich… 
153. Ss: My sandwich has been eaten by someone.  
154. N: Someone has booked the train ticket. 
155. S: The train ticket… 
156. S1. The book…the book, the… 
157. N: Someone has booked the train ticket. 
158. S2: The train ticket has been booked by someone. 
159. N: If you don’t say by someone, by someone is ok, no? It’s obvious. 
160. Someone has investigated the case.  
161. S: What? 
162. N: Someone has investigated the case. 
163. S: mmm, someone, mmm 
164. N: Into passive. 
165. S: Ah, yes.  
166. N: What? Someone has investigated the case. 
167. Noel: The case is investigated with the…the 
168. N: By the… 
169. Noel: By the detective. 
170. N: OK, by the detective. Can you say first the verb? 
171. S: The case… have 
172. N: Has 
173. S: has been… what? 
174. N: Investigated. 
175. S: Investigated by someone. 
176. S: Oh, my god! 
177. N: By someone, ok. Two points. Someone has opened the door. 
178. S: The door has been…no. The door has been open. (Rising intonation of uncertainty.) 
179. N: Opened. 
180. S: Opened. 
181. N: Has someone read the letter? (Ss. Murmur to get it right.) Has someone read the letter? 
182. S: Has the letter been…readed by… read/ri:d/…read /red/ 
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183. N: Read by someone, ok? (A student laughs.) Someone has answered the phone. 
184. S: What?  
185. N: Someone has answered the phone. 
186. S: The phone has been answered. 
187. N: The phone has been answered. OK. (S: Wait.) Please, sit. (A pause) Now we’re going to continue 

with other topics. Ok. Choose one of your team to come. Please write as fast as you can with capital 
letters: days of the week. 

188. S: Rápido. 
189. N and ss: 6, 5, 4, 3, 2, 1. Monday, Tuesday Wednesday (Now she reads the other team’s work) 

Monday, Tuesday, Friday. This is not capital. 
190. S: Y además te faltó la hache. Ah, no, no no. No lleva hache. 
191. N: Tuesday. So not this. Two points and three points. 
192. S: Miss, ¿le puedo pedir otro gis a la Miss Rocío? Es que el rojo no pinta. 
193. S1: El verde, el amarillo, sí (They are checking if they are ok.)  
194. (The students whisper to each other things about the game: For example: “Te van a preguntar otra 

cosa. Bueno, sí, los dos podemos escribir más rápido.) (A student brings more chalk.)  
195. N: Ok. You can help your team. You cannot speak, just make movements. Ok. But in this case, 

you’re not going to write, you’re just going to say. Ok? If I say “ok” you write one point. Ok? As 
many animals as you can think of. Say. 

196. S1: Elephant, tiger 
197. N: One by one. Él va. 
198. S2: Tiger. 
199. N: tiger. 
200. S: Monkey. 
201. N: monkey. 
202. S2: ehmmmm 
203. S: teacher, teacher. 
204. (Ss: aaaah, they giggle.) 
205. N: Make the movements. 
206. S2: fish. 
207. S1: shark. 
208. S2: bird. 
209. S1: snake. 
210. N: snake. 
211. S2: quetzal. 
212. N: Quetzal. 
213. S1: lion. 
214. N: lion. 
215. S2: ant. 
216. N: ant. 
217. S1: mosquito. 
218. N: Mosquito. 
219. S2: whale. 
220. N: whale. 
221. S1: emm seal? 
222. N: Seal. 
223. (they mention three more animals) 
224. S2: seal.  
225. N: No, you cannot repeat. 
226. S2: eagle. 
227. S1: tiger. 
228. N: He said tiger. 
229. S1: Lion. 
230. N: He said lion. 
231. S1: dinosaur. 
232. N: (she and the SS laugh) Ok. 
233. S2: chicken 
234. S1: dog. 
235. N: dog. 
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236. S2: cat. 
237. N: cat. 
238. S1: duck. 
239. N: duck. 
240. S: ahhhahhh he is acting an animal 
241. S2: monkey 
242. S1: No, I said monkey. 
243. N: Oh, yeah. Ok. Stop, another person. 
244. Ss: me, me, me, me, me. 
245. N: whose turn, whose turn is it? Mmm. Ok, parts of the body. (N. repeats after they say them.) 
246. S3: Hand. 
247. S4: arm 
248. S3: nose 
249. S4: mouth 
250. S3: hair. 
251. S4: fingers. 
252. S3: eye. 
253. S4: nails. 
254. S3: ehehjeje hair. 
255. S: ya dijeron “hair”.  
256. S3: eyelashes. 
257. S4: /wiz/ 
258. N: /wiz/? 
259. S4: eheheh, teeth. 
260. S3: mouth. 
261. (Ss hummer “MMMM” the teams keep pointing at parts of their body to help them remember what 

have not been said yet.) 
262. S4: hip. 
263. N: hip? 
264. S4 hip 
265. N: hips 
266. S3: stomach. 
267. S4: knees. 
268. S3: /aibrows/ 
269. N: /aibraus/ 
270. S4 eyelashes. 
271. S3. I said “eyelashes”. 
272. N: Ok, zero. Who’s winning? (A student counts their answers in English. Others help. They write the 

points each time has so far.)  Ok, next person. (A student is still counting the points: “Wait, 
teacher.”) Ok who can tell me, tell me as many onomatopoeias as you can think of. 

273. 29:34. 
274. (A student makes onomatopoeic sounds.) 
275. S: teacher… 
276. N: Onomatopoeias. 
277. S5: crack. 
278. S6: Psss. 
279. N: Ok. 
280. S5: splash. (A student giggles.) 
281. S6: emmm, clap (N. repeats.) 
282. (A student wants to help his team and says: em, e mem, em: bzzz. The other students shout: No!) 
283. S5: Drop. 
284. S6: Sh, sh. 
285. (The PE teacher comes to take the group to the school patio.) 
286. N: Thank you very much. You go to your PE class. 
287. S: Teacher, Bum, bam. 
288.  (Ss. keep saying some more onomatopoieias in a rhythmic way, like a rap and they laugh.) 
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Date: March 16 
Sixth grade 
Post-observation 
Duration: 24:26 
 
This post-observation interview was right after the class-observation. 
 
 
 

 Actual Interview (Mostly in Spanish) English translation 

001 R: wau, you did so many things!  

002 N: Yes, it’s very important to them that 
they are not…(unintelligible) and specially 
when they can compete with someone 
that has the same level. 

 

003 I was going to ask you about, do you feel 
more comfortable in English or Spanish? 

 

004 N: Whatever?  

005 R: Ah bueno, creo que prefiero en 
español. 

R: Ah, OK, I think we’d rather speak 
Spanish. 

006 N: OK. N: OK. 

007 R: Este, ¿quieres sentarte? ¿Tienes 
tiempo o ibas ha hacer otra cosa en este 
rato? 

R: Emm, do you want to sit down? Do you 
have some time or were you about to do 
something else in this break? 

008 N: Sí, tengo tiempo. N: Yes, I do. 

009 R: ¿Segura?  R: Sure? 

010 N: Sí.  N: Yes. 

011 R: Este porque, mira, el procedimiento 
que vamos a hacer es durante lo que 
queda del año escolar es que yo vengo 
cuando tú vayas a hacer algo así como 
hoy, que de todas maneras lo vas a hacer, 
(N: mje.) viene la entrevista previa como 
para ver qué voy a ver en tu clase cuando 
tú me invitas. Y luego, idealmente, como 
salió hoy de casualidad porque -fue todo 
seguido- reflexionamos sobre lo que 
vimos en la clase. En este caso, 
principalmente sobre la expresión oral 
pero también otros comentarios que 
surjan de… la riqueza está en que nos 
enteremos cómo trabajan los maestros 
de niños: qué ven, por qué. Por ejemplo, 
¿por qué el equipo que escogiste era o 
sea: ¿los equipos se armaron al azar o no 
fueron al azar? 

R: Emm, well, look, the procedure we’re 
going to follow from now to the end of the 
year is that I come when you are going to 
do something like today -I mean something 
you had planned to do in any case- (N: 
mje.) we have the pre-observation 
interview so I you tell me what I’m going to 
see in the session you invited me to. And 
then, ideally, just like today -the post-
observation interview- so we reflect upon 
what we saw in the session. In this case, 
mainly about oral skills but also other 
topics that come up… the richness lies in 
that we find out how YL teachers work: 
what do you see, why. For example, why 
did you choose those teams, I mean ¿the 
teams were randomly chosen? 

012 N: Bueno, así están en sus bancas por 
algún propósito. O sea, están en esa 
forma así por algún propósito. Trato de 
no moverlos de sus bancas. Simplemente 
divido una línea a la mitad y pongo un 
equipo de un lado y otro equipo del otro 

N: Well, their seats are in those places for 
some purpose. I mean, they are sitting in 
those places for some purpose. I try not to 
change their places. I simply, divide the 
class into two and I put one team on one 
side and the other team on the other side. 
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lado. Claro que sí me fijo que si hay dos 
chicos que necesitan como más ayuda, 
tratar de que queden uno y uno. 

Of course, I do pay attention to the fact 
that if there are two children that need like 
more help, I try to have each one in a 
different team. 

013 R: Ya. Y por ejemplo, veo que todo el 
tiempo cambian de bancas aquí, de 
lugares: ¿Tú los cambias, los cambia Rosa 
o a veces en inglés o en español están… 

R: And, for example, I see that they change 
seats often, do you change them, does Rosa 
(the generalist teacher) change them o is it 
than sometimes in English or in Spanish 
classes they are… 

014 N: Rosa los cambia conforme ella ve que 
funciona un poco más. Por ejemplo, G. 
Está en frente para que no se distraiga y 
porque aunque por lo menos en inglés 
termina muy rápido. Pero termina muy 
rápido y distrae a los demás. Bueno, con 
él tengo otro tipo de actividades extra.  
 

Rosa changes their places the way she sees 
they work better. For example, G. He is at 
the front so he does not get distracted and 
because, in English he finishes (activities) 
fast and distracts other children. Well, I 
give him other kinds of additional activities. 

015 R: Ya. R: I see. 

016 N: Pero aún así aunque se las ponga se 
distrae. 

N: But, anyway, even with extra activities 
he gets distracted. 

017 R: Te entiendo, ya. Este, yo vi que hiciste 
como nueve actividades o no sé cuántas 
pero… 

R: I understand, yes. Emm, I saw you did 
about nine activities or I don’t know how 
many but… 

018 N: Me fascina que sea diferente. Entonces 
así los mantiene uno interesados porque 
no es lo mismo, lo mismo, lo mismo; 
cambiando y también parte de lo que 
ellos pueden aprender es escuchar las 
instrucciones. 

N: I love to give them different activities. 
Thus one keeps them interested because 
it’s not the same, the same, the same; 
changing and in this way a part of what 
they can learn is to listen to instructions. 

019 R: Sí, este R: Yes, emm 

020 N: Si te diste cuenta, este, cuando di otras 
instrucciones se equivocaron al principio  

N: I don’t know if you noticed, emm, when I 
change the instructions, first, they made 
mistakes 

021 R: Seguían con la anterior. R: They thought it was like the previous 
instruction. 

022 N: Seguían con la anterior (R: Sí) entonces 
los demás sí la habían entendido pero y 
bueno, ya. 

N: They thought it was like the previous one 
(R: yes.) but the others had understood it 
but, it’s ok. 

023 R: Ya. OK. Este, la primera actividad la de 
que ellos tenían que discriminar si era voz 
pasiva o vos activa y el niño al que le 
tocaba lo tenía que hacer solito. O sea, él 
no tenía ayuda del equipo ¿No? 

R: I see. Emm, the first activity, the one 
about discriminating between active or 
passive voice and the appointed child had 
to solve it alone. I mean, the kid did not get 
help from the team. 

024 N: Así es.  N: That’s right. 

025 R: ¿El objetivo de esa era…de esa 
actividad? 

R: What was the objective of that activity? 

026 N: Para ver si entendía la diferencia de 
una con la otra. 

N: To see if he tells one from the other. 

027 R: Ya.  R: I see. 

028 N: Si eran la misma o qué. N: If they were the same or different. 

029 R: Ya. ¿Era más general esa que otras que 
hiciste después?  

R: I see. Was it more general than the 
activities that followed? 

030 N: Sí, era más general.  N: Yes, it was more general. 
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031 R: Ya, ¿como más básica? R: Yes, ¿like more basic? 

032 N: Sí, como más básica. Voy viendo que 
van (R: Ya.) van pudiendo y me voy 
atreviendo a preguntar otras cosas más 
retantes. 

N: Yes, like more basic. When I see they can 
(R: I see) can do them correctly, doing well 
and I dare to ask them more challenging 
things. 

033 N: Y en estas actividades que hiciste hoy, 
bueno –espera, para que no me haga 
bolas- La primera fue esa, la segunda es 
la que se me fue porque no tenía el 
cuaderno me olvidé de anotarla. ¿Te 
acuerdas cuál fue la segunda tú?  

N: And these activities you did today, well -
wait, I’m getting confused. The first was 
that one, the second one is the one I don’t 
remember because I did not have the 
notebook to write it down. Do you 
remember the second one? 

034 N: Es que uso… estos ejercicios ellos ya 
los contestaron (R: Ya.) Por ejemplo, los 
enunciados que yo les dije ellos ya los 
contestaron en su libro. Pero cómo te 
digo, es retomar ahora hablado.  
 

N: You know I use…they have already 
answered these exercises (R: I see.) For 
example, the sentences I told them they 
had already answer them in their book. But, 
how can I explain it? It is to resume them 
but now, orally. 

035 R: Claro, ya.  R: Ah, I see. 

036 N: Hablado que lo pueden realmente 
entender, hablar y ocupar (R: Ya.) 
Entonces lo tomo de aquí de su libro. Creo 
que el primero fue este que dijeran… 

N: Spoken because they can really 
understand, speak and use it. (R: I see.) 
Then, I take them from here, from their 
textbook. I think the first activity was that 
they said… 

037 R: La primera fue si era activa o si era 
pasiva. La segunda no me acuerdo si ya 
fue la de que tú le das este…unas 
palabras…esa creo que fue la tercera: que 
tú les dabas dos palabras y ellos tenían 
que armarla. 

R: The first was if (the sentence) was active 
or passive. The second one -I don’t 
remember if it was the one in which you 
gave them, emm, some words…- I think 
that was the third one: you gave them two 
words and they had to make the sentence. 

038 N: Perdón, no me acuerdo. N: I’m sorry, I don’t remember. 

039 R: Bueno, no importa, déjala. De hecho, 
está acá y la podría rebobinar. Pero no 
importa. Ya. Si vamos a la tercera, era 
como teléfono descompuesto. Tú le 
decías al oído dos palabras, ¿con qué 
objetivo? ¿Ellos que tenían que hacer?  

R: Well, it doesn’t matter. In fact, it’s here 
and we could listen to the tape. But it 
doesn’t matter. It’s OK. If we think of the 
third activity, it was like “Chinese 
whispers”. You whispered two words, what 
was the objective? What did they have to 
do? 

040 N: Pues el que fue como teléfono 
descompuesto bueno es como que todos 
participen (R: Ya.) todos participen y por 
una parte se escuchan ellos mismos en el 
idioma. (N: Ah.) en su propia voz 
diciéndolo y en diferentes voces. 

N: Well, the one like “Chinese whispers”, 
well, it is for everybody to participate and 
on the other hand, they listen to themselves 
in English, (R: Ah.) saying it  in their own 
voice and in different voices. 

041 R: ya, OK. R: I understand, yes. 

042 N: Y que como que se dan cuenta de que 
si ponen una “T” de más, una “C” de más 
el otro ya no entendió. 

N: And like they see that if they add an 
extra “T” , an extra “C”, the next participant 
won’t understand it. 

043 R: Ya, ah, perfecto. Ya, muy bien. Me 
quedó claro. 

R: I understand, right. I see, good. I 
understood it clearly. 

044 N: Eso y también es como que todos 
sepan qué hay que decir, que todos se 
involucren a participar. Entonces es como 
“¿Cómo va el enunciado que tenemos que 

N: That way and it’s also like that 
everybody understands what to say, that 
everybody gets involved to participate. 
Hence, it’s like: “What’s the sentence we 
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armar?”, así como que ideas entre todos, 
el que ya lo sabe muy bien lo va a poder 
decir, pero el otro entonces ya está 
pensando: “¿Cómo era? ¿Cómo era? Así. 

have to compose like?”, everybody needs to 
contribute ideas, the one who knows it 
already is able to say it, but another child is 
thinking: “what was it? What was it?”. Like 
that. 

045 R: Ya, OK. Muy bien. Sí. Después hiciste 
esa misma actividad pero era individual. 
O sea, tú les decías esas dos palabras a 
un miembro del equipo y el miembro del 
equipo tenía que armar la frase en pasiva 
siempre, ¿Verdad? 
 

R: I see. Good. Yes. Then you did that same 
activity but individually. I mean, you told 
them those two words to a team member 
and he/she had to make the passive 
sentence, right? 

046 N: Sí. N: Yes. 

047 R: OK. R: OK. 

048 N: Y ahí, lo que trato de hacer es como 
que en la vida diaria te preguntan algo y 
en el momento tienes que contestar. 
Entonces es por eso que lo dirigía a 
alguien y en el momento tenía que 
contestar y si no el que sigue, el que 
sigue. Bueno, cada uno a su propio nivel. 

N: And there, what I’m trying to do is like in 
daily life, you’re asked something and you 
had to answer in that moment if you don’t, 
the next one answers it, the next one. Well, 
each one at his/her own level. 

049 R: Claro, no. Entiendo, ya. Sí, sí. R: I see, I understand. Yes,yes. 

050 N: Pero si él pudiera decir y no lo dijo 
rápido le quito la palabra y se la paso a 
otro. (R: Ya.) Y sí, ya para que se activen 
más.  

N: But if he could say it but didn’t say it 
quickly, I take his turn and pass it to 
another student. (R: I see.) Yes, so they 
activate themselves more. 

051 R: Ya. Luego vino esa pero no, eh, tú les 
dabas la frase en activa y ellos la tenían 
que pasar a pasiva. ¿No? Y este no me 
acuerdo, ¿fue individual o en equipo? 

R: I see. Then the next activity, emm, you 
gave them the sentence in the active mode 
and they had to turn it into passive. Right? 
And I don’t remember, was it individually or 
in teams? 

052 N: este… N: emm… 

053 R: Si no te acuerdas, tampoco importa. 
Luego lo checo. 

R: If you don’t remember, it doesn’t matter. 
I’ll check it later. 

054 N: Fue al aire. Quien supiera la respuesta 
levantaba la mano.  

N: I just threw it in the air; the one who 
knew the answer, raised his/her hand. 

055 R: Ya, ya, ya R: I got it. 

056 N: Porque es un poco más complicado. 
Entonces tampoco quiero como 
avergonzarlos. Si te pregunto a ti y tú no 
sabes, de repente avergonzarte pues no. 
Pues como es un poco más complicado 
levanta la mano y si lo sabes. Eso es 
cuando noto que le cuesta trabajo y 
levanta la mano, trato de dárselo a esa 
persona.  

N: Because it was a bit more complicated. 
Then, I don’t want like to embarrass them. 
If I ask you and you don’t know, suddenly, 
I’ll make you feel embarrassed. It shouldn’t 
be. It’s like since it gets more complicated, 
just raise your hands if you know the 
answer. When I notice that he/she is 
struggling I take the turn and try to give it 
to someone else. 
 

057 R: Claro, ya. Entiendo. R: I see. I understand. 

058 N: Así como, tú no entendiste cinco pero 
entendiste una, a ver dila. 

N: You may have not understood 5 but if 
you understood one, say it. 

059 R: Claro. OK. Ya. Este, luego…era este 
último que fueron diferentes temas pero 
era ¿Práctica de vocabulario?  

R: I see, OK. Emm, then… it was this last 
one about different topics. Was it 
vocabulary practice? 
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060 N: De vocabulario, spelling, y también, 
bueno, de pronunciación. 

N: Vocabulary, spelling and also, 
pronunciation. 

061 R: Ya, ok. Y esta actividad, la última que 
estamos mencionando de ver cuantas 
palabras pueden recordar de un campo 
semántico o de un tema, ¿la habían 
hecho días atrás?  

R: I understand, ok. And this other activity, 
the one we talked about which consisted in 
how many words of a semantic field you 
can recall, have they done it before? 

062 N: Sí. N: Yes. 

063 R: ¿Lo haces diario varias veces (N: Sí, 
diario) por semana?  

R: Do you do it daily (N: yes) or several 
times a week? 

064 N: Diario. N: Every day 

065 R: Y los temas ¿los repites más o menos 
diario o a veces los alternas o …? 

R: What about the topics? Do you repeat 
them or sometimes you alternate them? 

066 N: Todo esto trato de que sean diferentes 
porque si no, ya, ya se la saben, si no me 
repetirían lo mismo. 

N: I try that all these be different because if 
not, they would know them and would 
repeat the same (answers). 

067 N: Ya. Trato de que sea diferente. Ayer les 
puse cosas como…bueno, les pregunté: 
“Mention soccer teams. As many as you 
remember.” 
No es como realmente vocabulario pero 
quiero ver si entienden lo que les 
pregunto. (R: Claro.) Es como me saqué la 
pregunta de contexto y “soccer 
teams”¿Cómo que soccer teams?” A ver 
Real Madrid, eh. 

N: I try to make it different. Yesterday I put 
things like, well I asked them: “Mention 
soccer teams. As many as you remember.” 
It’s not really, vocabulary but I want to see 
if they understand what I ask them. (R: I 
see.) It’s like I took the question out of 
context and “soccer teams, how come, 
soccer teams? Let’s see Real Madrid, eh? 

068 R: Entiendo, ya. Como si estuvieras 
tratando de sacarlos del libro de alguna 
manera eh, para que el inglés sea algo 
real, digamos, ¿no? 

R: I see. As if you were trying to take them 
out of the book, right? So English becomes 
something real, right? 

069 N: Sí, para que me entiendan eso que les 
estoy preguntando. Es muy específico. 
que me entiendan qué estoy 
preguntando. Eso trato de no traducirlo. 
Cuando hay cosas que pienso que van a 
estorbar el aprendizaje sí se los digo en 
español.  

N: Yes, so they understand what I am 
asking them. It’s very specific. So they 
understand what I’m asking. Those, I try 
not to translate. When there are things that 
can be an obstacle, I do tell them in 
Spanish. 

070 R: Claro, ya. R: Yes, I see. 

071 N: No hay razón de confundirlos de más.  N: There is no point in confuse them more. 

072 R: Ya. R: I understand. 

073 N: O sea mi meta de esta clase es este y si 
no saben que es “shut” por ejemplo, 
“cerrar la ventana”, se los digo. De “shut” 
también (R: Ya, ok.) pero en eso sí lo digo 
todo en inglés para ver que sí están 
entendiendo eso que les estoy pidiendo. 

N: I mean, my objective in this class is emm, 
if they don’t know, what “shut” means, for 
example, “shut the window”, I tell them. (R: 
I see.) but I do tell them everything in 
English to see if they understand what I am 
asking. 

074 R: Entiendo. Ya. Y si hablamos de las 
expectativas que tenías tú. Por ejemplo, 
yo veo que trabajan en armonía (N: mje.) 
A lo mejor parece normal, pero no, no es 
así. O sea, aunque era una actividad de 
competencia no, no vi que hubiera malas 
actitudes. Pero hay veces en la 

R: I see. I understand. And if we talk about 
your expectations. For example, I see they 
work in harmony. (N: mje.) It could seem a 
usual thing, but it is not. I mean although it 
was a competitive activity, I didn’t see 
unfairness. But sometimes, in competitive 
activities winning is the only thing that 
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competencia ganar es lo máximo o el 
único punto a alcanzar y pueden dañarse 
la autoestima, ¿no? o cosas así. Yo vi que 
trabajaron muy bien (N: Sí.) ¿Tú cómo los 
viste?  

matters or to be reached and they can 
harm their self-esteem. Do you agree? 
Things like that. I saw they worked very 
well. What about you? 

075 N: El ambiente, o sea, trato de 
comunicarles que estamos aquí todos 
para aprender.  

N: The environment, I mean, <I try to 
communicate to them we are all here to 
lean. 

076 R: Ya. R: I understand. 

077 N: que sí, a lo mejor unos saben un poco 
más que otros, pero pues, cada quien a 
su nivel, cada quien a lo que se puede y 
bueno ellos saben que yo les doy puntos 
de acuerdo a cuanto se esforzaron. 

N: Well, maybe some know a bit more than 
others, but each of them at his/her level, 
each of them knows what he/she can do 
and well, they know I give them points 
according to their effort. 

078 R: Entiendo. R: I understand. 

079 N: O sea, no es así como que todos 
parejos. No todos somos iguales. Pero vi 
que te esforzaste. Por ejemplo, Noé que 
no dijo “has been” dijo “was” pero bueno 
le di dos puntos porque se estaba 
esforzando. Yo creo que su avance es 
muy bueno, en este tema que es muy 
complicado.  

N: I mean, it’s not like we are all the same. 
We’re not the same. But I saw you made an 
effort. For example, Noé did not say “has 
been”, instead, he said “was” but, well, I 
gave him two points because he was 
making an effort. I think his progress is 
good and this topic is very complicated. 

080 R: Sí, ya lo creo que es complicado. R: Yes, I agree: it is complicated. 

081 N: Ayer terminamos 97 puntos contra 
103.  

N: Yesterday when we finished the teams 
have 97 and 103. 

082 R: Muy parejo, ¿no? R: Almost even, right? 

083 N: Muy parejo, entonces ellos no se 
desaniman, así como: “Si este equipo 
gana siempre yo para qué me esfuerzo? 
(R: Ya.) Sino que un punto puede hacer la 
diferencia.  

N: Almost even, then they do not get 
discouraged like: “If this team always win 
why should I make an effort? (R: I see.) On 
the contrary, just one point can make the 
difference. 

084 R: Ya, entiendo. R: I understand. 

085 N: Entonces yo quiero que sepan que sí 
pueden (R: Ya.) cada puntito que ponen 
es un logro.  

N: Then I want them to know they can, (R: I 
see.) each point they get is an achievement. 

086 R: Ya, entiendo.  R: I understand. 

087 N: Entonces es una competencia pero 
también es un logro personal y un logro 
de equipo.  

N: Then it is a contest it is also a personal 
and a team achievement. 

088 R: Ajá. R: I see. 

089 N: Creo que eso se me hace más 
importante. Que ellos sepan que sí 
pueden. Que sí pueden y que pequeños 
errores no importan. Es solamente un 
punto que pierdes. El que sigue. (R: Claro) 
Vamos, vamos, vamos y tener 
camaradería con tu propio equipo 
también es importante. Entonces trato de 
que no, de que sea, trato de enfatizar que 
su ambiente sea bueno -no lo digo, con 
mi actitud. Por ejemplo: “No te burles.” 
Las primeras clases: “No te burles. No te 

N: I believe that this is most important. 
That they know they can. That they can and 
that little mistakes do not matter. It’s just a 
point you lose. Next. (R: I follow you.) Keep 
going, keep going, keep going and to keep 
being friendly with your team is important. 
Hence, I try that they don’t…I try to 
emphasize that their environment be good-
I do not say it, I show it with my attitude. 
For example: “During the first sessions: “Do 
not make fun of other, don’t make fun of 
others.” And it seems they got it. 
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burles.” Entonces como que ya agarraron 
la onda.  

090 R: Ya. Y ¿desde que empezaste estas 
actividades sí, que me comentas que 
haces diario, de acomodarlos en equipo, 
¿cómo ves este la comprensión auditiva, 
la lengua oral? ¿Qué vas viendo? O sea 
estás más c…, ¿Vas viendo un avance 
desde que los tomaste? 

R: I got it. And, since you started these 
activities, the ones you mention you do 
daily, in teams, what do you think of their 
listening comprehension and their oral 
language? What do you see? I mean, are 
you more…Do you see some progress since 
you to took this group? 

091 N: Sí, claro. N: Of course. 

092 R: Es obvia mi pregunta… Lo sé. R: My question is obvious. I know. 

093 N: Sí, sí. N: Yes, yes. 

094 R: Pero es para que me cuentes qué ves 
tú. 

R: But it so you tell me what you see. 

095 N: Veo logros individuales. (R: Ya.) Por 
ejemplo, veo que Noé antes era como que 
se sentaba y él solito se perdía. O sea: no 
ponía atención, no contestaba, no se 
esforzaba y creía que no podía. 

N: I see individual achievement. (R: I see) 
For example, I see that before Noé it was 
like he would sit down and get lost. I mean, 
he didn’t pay attention, answer or make an 
effort and he thought he couldn’t. 

096 R: Ah, entiendo. Ya. R: Ah, I understand. I see. 

097 N: Entonces, ahora, este, sabe que puede, 
sabe que me necesita preguntar… O sea, 
por ejemplo, si está haciendo un ejercicio 
mal, todo mal. Entonces yo llegaba y le 
decía: “A ver, todo está mal. ¿Por qué no 
me preguntaste? ¿Qué es esta palabra?”” 
No sé.” “Entonces cómo lo contestaste si 
no entendiste. Pregúntame.” Entonces en 
la clase hay varios tiempos, varios… 
habrá tiempo de libros, como estoy con 
ellos desde 8. Por ejemplo, hoy, digamos 
de 8 a 10 o de 8 a casi 11, son muchas 
horas. No pueden estar siempre en el 
libro. Entonces a lo mejor contestamos, 
depende qué tan difícil sea, dos páginas o 
tres, algunas veces, no siempre y trabajo 
casi individual. O sea, paso a tú lugar: 
¿Cómo vas? Está mal. Piénsale. ¿Cómo 
vas? ¿Qué dice aquí? Y otro y otro y otro 
y otro y otro y otro y sí he visto avances. 
En cuanto hablado y cómo responden 
pues voy viendo más su capacidad que sí 
pueden. La base es que dicen: “Ay 
contesté bien el libro. Ya como que me 
supe otra palabra. Ya sé de qué están 
hablando y ya puedo hablarla.” Como 
que antes no podían hablarla porque 
como ni siquiera contestaban bien en el 
libro, ni siquiera leían. O se cuál es su 
base, ¿Cómo van a tener esas nuevas 
palabras que necesitan para hablar? Pues 
como ahora ya lo están haciendo, ¿No? 

N: Then, now, um, he knows he can, he 
knows he needs to ask me…I mean, for 
example, if he was doing and exercises 
wrongly, completely wrongly. Then I would 
approach him and tell him:  
“Look, everything is wrong. Why didn’t you 
ask me about it? What does this word 
mean?” (Noé: “I don’t know.”) “Then, how 
did you answer it if you didn’t understand. 
It. Ask me.” 
Hence, in the class there are several stages, 
several…there’s time for books because I’m 
with them since 8 a.m. For example, today, 
from 8 to 10 or from 8 to almost 11, it’s 
many hours. They can’t be just on the 
book. Then maybe we answer it -it depends 
on how difficult it is- two or three pages, 
sometimes, not always it is individual work. 
I mean, I approach your seat: “How are you 
doing? This is wrong. Think about it. How 
are you doing? What does it say here? And 
then another (student) and another and 
another and I did see progress. In regards 
to speaking and how they answer, well, I 
see more clearly their capacity, that they 
can. The basis is that they say: “Ah, I 
answered the book. It seems I learn 
another word. I know what they are talking 
about and I can say that new word.” Like 
before they couldn’t say it because they 
couldn’t even answer the book correctly, 
they didn’t even read. I mean what was 
their basis, how are they going to get those 
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Se sienten con más capacidad de hablar. 
Como Noé, por ejemplo.  
 

new words they need to talk? Well, it’s like 
they are doing it now, right? They feel they 
have more capacity to talk. For example, 
like Noé. 

098 R: Ya. R: I understand. 

099 N: Victoria veo que es inteligente, que 
realmente sí entiende mucho. A lo mejor 
no contesta tan rápido pero que sí 
entiende y finalmente cuando se le da el 
tiempo, está bien. 

N: I see Victoria is smart, she really 
understands a lot. Perhaps she doesn’t 
answer so fast but she does understand 
and if she gets enough time, she’s ok. 

100 R: I see.  R: I see. 

101 N: Un logro de José también, Lo veo, lo 
veo participando, lo veo intentando, 
intentando hablar en inglés. Yo creo que 
eso es lo más importante: que quieran 
intentar hablar inglés (R: Sí.) Y bueno, eso 
es. 

N: José’s achievement too. I see him 
participating, I see him trying, trying to 
speak English. I think that is the most 
important thing: that they want to try to 
speak English (R: Yes.) And yes, that’s it. 

102 N: Mira, quiero que veas los libros de 
ellos. Lo que he optado es por poner 
caritas felices si contestan correctamente 
un ejercicio.  

N: Look, I want you to see their books. I 
decided to put happy faces if they answer 
an exercise correctly.  

103 R: Ya.  R: I see. 

104 N: En algunas cosas el libro está muy 
avanzado para ellos. Por ejemplo, las 
lecturas. ¿Qué hacemos en las lecturas? 
Leemos, este un enunciado cada quien 
para que todos estén involucrados y  
vienen preguntas de reflexión donde casi 
muy pocos, casi nadie contesta 
correctamente y lo hacemos en grupo. 
Entonces los que ya saben dicen la 
respuesta o se van integrando así y 
bueno, vamos contestando. Por ejemplo, 
esto (me muestra en el libro de un 
alumno) carita feliz, carita feliz, nadie le 
dice la respuesta. Por ejemplo, esta tiene 
carita feliz porque lo intentó y no lo 
concluyó. Se pasaron las tres horas y no 
lo concluyó. Pero el hecho de que sepan 
que yo les voy a revisar el libro no como 
que el libro nos manda pero es como 
“Ponte serio, ponte serio en aprender 
inglés.  

N: The book is too difficult for them in 
some parts. For example, the readings. 
¿What do we do with the readings? We 
read, um, one sentence each so they all get 
involved and there are some reflection 
questions where just a few, almost none 
answers correctly and we do it together. 
Then the ones who know the answers say it 
or start to participate and well, in this way, 
we answer it. For example, this (she shows 
me a student’s book): happy face, happy 
face and no one tell him the answers. For 
example, this has a happy face because he 
tried and didn’t finish it. The three-hour-
period passed and he didn’t finish. But the 
fact that they know I’m going to check their 
book -it’s not that the book rules us- it’s 
like “be serious, be serious in learning 
English.” 

105 R: Ya. R: I understand. 

106 N: Sí lo estoy utilizando como una 
herramienta. A veces, algunas veces ellos 
lo van a ver como un poquito más serio 
de “¿cómo vas?  Éste chécalo.” Pero es 
solamente eso. Para que ellos puedan 
hablar, esto les ayuda muchísimo.  

N: Yes, I’m using it as a tool. Sometimes, 
they see it as something a bit more serious 
like: “How are you doing? Check it.” But it’s 
just that. For them to be able to talk, it 
helps them a lot. 

107 R: Entiendo, ajá. En el sentido de que les 
da “input”, les da lengua.  

R: I understand. yes. It gives them input, it 
gives them language. 

108 N: Exactamente. N: Exactly. 
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109 R: Ya. R: I see. 

110 N: Exactamente. “Ah, ya, ya entendí 
porqué esto no es correcto. Ya entendí ah 
así.” 

N: Exactly. “Ah, I’ve just, just understood 
why this is not correct. I understood, ah, 
this way.” 

111 R: Entiendo, ya.  R: I understand. 

112 N: Cada uno carita feliz, uno por uno sé 
que está correcta Sí está correcta. 
Algunos de ellos lo terminan todo. 
Siempre. Algunos solo pueden la primera 
parte en todo, en las tres horas. Bueno, 
pero tampoco los presiono y no les pongo 
carita triste, por ejemplo. 

N: Each one a happy face, I check one by 
one if they are correct. Some finish all (the 
exercises). Always. Some just can finish the 
first part in three hours. Well, I do not put 
pressure on them and for example, I put a 
sad face. 

113 R: Claro. R: I understand. 

114 N: porque sé que esa página les costó 
trabajo y que se esforzaron.  

N: because I know that that page was 
difficult for them and they made and effort. 

115 R: Entiendo. R: I understand. 

116 N: Al principio traté, traté de hacer este 
mismo tipo ejercicio. Era un poco más 
complicado porque se empezaban a 
burlar unos con otros o como que unos ni 
lo intentaban pero (ininteligible) gracias a 
Dios  

N: At first, I tried to do this kind of 
exercises. It was more complicated because 
they mock one another or some of them 
they didn’t even try but (unintelligible) 
thanks God. 

117 R: Pues sí, muy bien. Eh, N.¿hay algo en lo 
que yo te pueda ayudar) Cubrirte algún 
rato que no puedas o lo que sea. 

R: Well, yes, it sounds very good. Emm, 
Natasha, is there anything with which I 
could help you? Substitute you when you 
cannot come or anything I could do? 

118 N: Sabés qué me gustaría, por ejemplo, 
para que contesten el libro que nos dones 
un juego de dardos o de pelotas para 
encestar o un tragabolas.)  
Por cada ejercicio que contesten tienen 
un punto extra y pueden embocar una 
pelotita en el bote de basura. Si 
embocan, ganan un punto extra. Me 
gustaría tener un juego de dardos o un 
tragabolas. 

N: You know what I would like, for 
example, to have them answer the book? 
That you get us a basket and balls or a 
darts game. For each exercise they finish 
they get an extra point and they are 
allowed to throw a ball to the bin. When 
they succeed, they get an extra point. I’d 
like to have a dart games or a basket. 

 
 
 





Appendix C 

235 

Appendix C  List of students and their 

pseudonyms  

a. Gaviota’s students 
 

School year 2015-2016 2016-2017 
FIRST GRADE FIRST GRADE 

1. Alexis 1. José 
2. Paula 2. Carlos 
3. Camila 3. Leo 
4. Ana Laura 4. Pablo 
5. Amelia 5. Niki 
6. Sergio 6. Tao 
7. Mauro 7. Omar 
8. Marcela 8. María 
9. Uriel 9. Martín 
10. Gabriel 10. Anita 
11. Pablo 11. Laura 
12. Aldo 12. Diego 
13. Juan 13. Daniela 

 14. Josefina 
 15. Manuel 

 
 

SECOND GRADE SECOND GRADE 
1. Ana 1. Brian 
2. José 2. Gabriel 
3. Rita 3. Alexis 
4. Braulio 4. Ana Laura 
5. Sonia 5. Mauro 
6. Estela 6. Sergio 
7. Dalia 7. Marcela 
8. Vicenta 8. Uriel 
9. Claudia 9. Amelia 
10. Erika 10. Paula 
11. Salomón 11. Pablo 

 12. Camila 
 13. Lalo 
 14. Víctor 

 
b. Beatriz’s students (she only participated in the research during this school year 

 

School year 2015-2016 

THIRD GRADE 

1. José 

2. Fabiola 
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3. Alejandra 

4. Armando 

5. Pedro 

6. Braulio 

7. Omar 

8. Paulina 

9. Samanta 

10. Dalia 

 

FOURTH GRADE 

1. Eduardo 

2. Manuela 

3. Maxi 

4. David 

5. Pilar 

 

 

c. Natasha’s students 
 

School year 2015-2016 2016-2017 
FIFTH GRADE FITH GRADE 

1. Juana 6. Eduardo 
2. Armando 7. Manuela 
3. Lara 8. Maxi 
4. Susana 9. David 
5. Saúl 10. Pilar 
6. Daniel  
7. Alejandra  
8. María  
9. Fernando  
10. Anita  

 
 

SIXTH GRADE 
SIXTH GRADE 

1. Gabriel 1. Juana 
2. Manuel 2. Armando 
3. Samuel 3. Lara 
4. Noé 4. Susana 
5. Armando 5. Saúl 
6. Damián 6. Daniel 
7. José 7. Alejandra 
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8. Victoria 8. María 
9. Gilberto 9. Fernando 
10. Adrián 10. Anita 
11. Luis 11. Marta 

 
12. Josué 

 
13. Nati 

 
14. Roberto 

 
15. Sara 
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Appendix D Participant information sheets  

D.1 Children’s Information Sheet 

Title of the project: A pilot project on teacher cognition about the development of the speaking 
ability in the young learners EFL classroom 

Title 2: Teacher cognition about the development of the speaking ability in the young learners EFL 

classroom 

Researcher:                  María Virginia Mercau 

Ethics number:             26522888     

Children’s Information Sheet 

Please read this information carefully before deciding to take part in this research. If you are 

happy to participate your parent or carer will need to sign the consent form. 

Why am I writing you this letter? 

Besides being an English teacher, I am a researcher who would like to find out more about how 

primary English teachers teach students to speak English.  

Why my school, my teacher and my classroom? 

Your school, your teacher and your classroom have been chosen because the groups of students 

are small. 

What will we do? 

You will have the English classes as usual. I would like to observe your English classes and record 

them once a month to write a report about how the teacher helps you practice English orally. The 

recordings will be from January to May.  

What happens if I don’t want to do it? 

It is fine. You can still join the English classes and do the same work as everyone but I won’t write 

about your work afterwards. 

If you want to know more about this project you can contact me at school. 

Título del proyecto: Proyecto piloto sobre la concepción de las maestras de inglés del desarrollo de 

la habilidad oral de sus alumnos de primaria  

Investigadora:                  María Virginia Mercau 

Número de ética: 26522888             

Estimado alumno de primaria del colegio XX: 
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Por favor, lee la información que se te proporciona a continuación y decide si quieres ser parte de 

este proyecto de investigación. Si aceptas participar, tienes que pedirle a tu mamá o a tu papá que 

firmen la autorización que se te entrega junto con esta carta. 

¿Por qué te escribí esta carta? 

Soy investigadora además de maestra de inglés y me encantaría estudiar como tu maestra de 

inglés les enseña a hablarlo. 

¿Por qué mi escuela, mi maestra y mi salón?  

Escogí tu escuela, tu maestra y tu salón porque los grupos de estudiantes no son numerosos 

como los de otras escuelas. 

¿Qué vamos a hacer? 

Tú vas a tener las clases de inglés como siempre. La única cosa que varía es voy a grabar dos de 

tus clases de inglés en el mes de enero de 2016. Solo será el audio de la clase, no un video. 

¿Qué pasa si yo no quiero participar? 

No pasa nada realmente. Tú seguirás tomando las clases de inglés y yo no analizaría tus 

participaciones en clase cuando escuche las grabaciones de las clases. 

Si quieres saber más sobre lo que te cuento en esta carta puedes preguntarme cuando me veas 

en la escuela o pedirles a tus papás que me escriban a la dirección de correo que les di en la otra 

hoja. 

 

D.2 Parent’s participant information sheet 

Participant Information Sheet 

Study Title: A pilot project on teacher cognition about the development of the speaking ability in 

the young learners EFL classroom 

 

Study Title 2: Teacher cognition about the development of the speaking ability in the young 

learners EFL classroom 

Researcher: María Virginia Mercau  Ethics number: 26522888 

Please read this information carefully before deciding to allow your child to take part in this 

research. If you are happy for your child to participate you will be asked to sign a consent 

form. 

What is the research about? 

It is about primary English teachers’ teaching practices and its relationship with their beliefs and 

knowledge about how students develop the oral skill in EFL. 

I am doing this research because I am currently studying a Ph.D. at the University of Southampton 

and this will be my main project to obtain that degree. 

I am a young learner English teacher myself and a teacher educator. I am interested in 

understanding better the relationship between what primary EFL teachers think, know and believe 

about teaching young learners and what they do in the classroom. 
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Why have my child been chosen? 

It is not the children but the English teacher. I chose this school because groups are small and 

because children have more than two hours of English a day. 

What will happen to me if I take part? 

If you agree to take part in this research I would like to observe and audio record your child’s 

classes once a month from January 2016 to May 2016.  

Are there any benefits for my child in my taking part? 

Your child will enjoy the usual benefits of the English classes. Additionally, I think the study can 

have a positive impact in your child English teacher professional development. 

Are there any risks involved? 

The risk is very low: the uneasiness of having an observer in the class and of being audio 

recorded. 

Will my participation be confidential? 

Yes. I will be the only person to listen to the class recordings. I will keep the data I collect on a 

password protected computer and I will not reveal the participants’ identity at all (I will use 

pseudonyms.).  

What happens if I change my mind? 

Your child can withdraw at any time without being affected in any way. 

What happens if something goes wrong? 

In the unlikely case of concern or complaint, you could talk to the school headteacher. 
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Where can I get more information? 

If you want to know more about this research you can contact me: mervim@hotmail.com 

Título del proyecto 1: Proyecto piloto sobre la concepción de las maestras de inglés del desarrollo 

de la habilidad oral de sus alumnos de primaria  

Título del proyecto2: La concepción docente sobre el desarrollo de la habilidad oral en inglés de 

los niños de primaria  

Researcher:                  María Virginia Mercau 

Número ética: 26522888 

Estimados padres de familia: 

 Por favor, lean esta carta antes de decidir si su niño o niña puede participar en estos proyectos de 

investigación. En caso de que estén de acuerdo en que participe van a necesitar firmar la “carta de 

consentimiento” que se adjunta a ésta. De antemano, les agradezco su atención. 

De qué trata este proyecto de investigación? 

Es sobre las prácticas docentes de las maestras de ingles de primaria y su relación con cómo ellas 

consideran que sus estudiantes desarrollan la expresión oral en inglés. Actualmente me encuentro 

estudiando un doctorado en la Universidad de Southampton (Inglaterra) y estos son proyectos 

para esos estudios. 

Soy profesora de inglés de niños y capacitadora de maestros. Mi interés en este estudio es 

comprender mejor la relación entre lo que las maestros de inglés de primaria consideran 

importante sobre la enseñanza de inglés a niños y la metodología concreta que aplican en el aula.  

¿Por qué escogieron a mi hijo o hija? 

El estudio es sobre las maestras de inglés y no sobre los niños. Escogí esta escuela porque los 

grupos son pequeños y porque los niños reciben más de dos horas de inglés diarias.  

¿En qué consistirá la participación de mi hijo o hija? 

Si usted acepta en que su hijo o hija participe, yo quisiera audiograbar (no es un video si no 

solamente el audio) una clase de inglés por mes de enero a junio.  

¿Obtendrá mi hijo o hija algún beneficio por participar? 

Su niño o niña tendrá las clases de inglés como siempre y adicionalmente el estudio puede tener 

un impacto positivo en el desarrollo profesional de las maestras de inglés de la escuela. 

¿Implica algún riesgo? 

El riesgo es bajo: las molestias de que haya un observador en la clase y de que se audiograben 

las clases. 

¿La participación de mi hijo o hija será confidencal? 

Sí. Yo seré la única persona que va a escuchar el audio de las clases que grabe. Las grabaciones 

se van a guardar en una computadora protegida por una contraseña. Así mismo, cuando 

transcriba la grabación se utilizarán seudónimos en lugar de los nombres reales de los 

participantes. 

¿Qué pasa si luego cambio de idea? 

Su niño o niña pueden retirarse de este proyecto en cuanto ustedes así lo deseen sin verse 

afectados en nada. Yo simplemente no incluiría las participaciones en clase de sus hijo.  

mailto:mervim@hotmail.com
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¿Qué pasaría si algo sale mal? 

En el caso improbable de que no estuvieran de acuerdo con alguna cosa relacionada con este 

estudio, pueden consultar al director de la escuela. 

¿Dónde puedo obtener información adicional?  

Si requirieran información adicional sobre este proyecto pueden escribirme a esta dirección de 

correo electrónico: mervim@hotmail.com 

D.3 Teacher participant information sheet 

Participant Information Sheet (Face to Face) 

Study Title 1: Teacher cognition about the development of the speaking ability in the young 

learners EFL classroom 

Researcher: María Virginia  Mercau  Ethics number: 

Please read this information carefully before deciding to take part in this research. 

If you are happy to participate you will be asked to sign a consent form. 

What is the research about? 

It is about primary English teachers’ teaching practices and its relationship with their beliefs and 
knowledge about how students develop the oral skill in EFL. 
I am doing this research because I am currently studying a Ph.D. at the University of Southampton 
and this will be my main project to obtain that degree. 
I am a young learner English teacher myself and a teacher educator. I am interested in 
understanding better the relationship between what primary EFL teachers think, know and believe 
about teaching young learners and what they do in the classroom in relationship with the students’ 
oral development in English. 

Why have I been chosen? 

Because you teach EFL in a primary school in which groups are small. 

What will happen to me if I take part? 

If you agree to take part in this research I would like to observe and audio record your classes once 
a month from February 2016 to June 2016. Besides, before and after each observation session I 
would like to talk with you about your lesson plan for that day and about certain features of your 
class related mainly to children’s oral ability in the EFL.  

Are there any benefits in my taking part? 

The main benefit is that talking about the work you do in the classroom you will become more 
conscious of your ideas about teaching EFL to young learners. Reflecting on what we do in the 
classroom is an excellent opportunity to develop professionally. 

Are there any risks involved? 

The risk is low: the uneasiness of having an observer in the class and of being audio 
recorded. 

Will my participation be confidential? 

Yes. I will be the only person to listen to the class recordings. I will keep the data I collect on a 
password protected computer and I will not reveal the participants’ identity at all (I will use 
pseudonyms.). 

What happens if I change my mind? 

mailto:mervim@hotmail.com
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You can withdraw at any time without being affected in any way. 

What happens if something goes wrong? 

In the unlikely case of concern or complaint, you could talk to Chair of the Faculty of Ethics Prof. 
Chris Janaway (023 80593424, c.janaway@soton.ac.uk).  

Where can I get more information? 

If you want to know more about this research you can contact me: mervim@hotmail.com 
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Appendix E Consent forms  

E.1 Teachers’ consent form 

Study Title: Teacher cognition about the development of the speaking ability in the young learners 

EFL classroom 

Researcher: María Virginia Mercau  Ethics number: 26522888 

Dear Teacher: 
I am writing to you to ask for your consent to participate in a study on teacher cognition I want to 
develop in the XX school. As you know, I am currently studying a Ph.D. in Modern Languages at 
the University of Southampton. My main area of study there is EFL primary teachers’ cognition 
regarding the students’ development of the oral ability in English. I would like to observe and audio-
record four of your classes in each group and talk with you about them. More precisely, I would like 
to talk with you about your lesson plan before each class and then, to talk with you again after 
these classes. 
All the participants in the study will be given numbers and therefore no person will be identifiable 
from the data. 
What are you going to get from it? The opportunity to reflect about your teaching practices and to 
talk about them with a CPD trainer. You may notice things you have not noticed before. 
If you agree with this proposal, please, sign this letter and complete the information required. 
Name: 
Date: 
Signature: 
 

TRANSLATION 

Titulo del estudio: La concepción docente del desarrollo de la habilidad oral de los niños de 

primaria  

Researcher: María Virginia  Mercau  Ethics number:26522888 

Estimada maestra: 
El motivo de esta carta es solicitar tu consentimiento para que participes en un estudio que 
quisiera desarrollar en la escuela XX. Como sabes, actualmente estoy estudiando un doctorado en 
la universidad inglesa de Southampton y dado que mi especialidad de estudio es la pedagogía de 
los docentes de inglés de primaria respecto al desarrollo de la habilidad oral de sus alumnos me 
sería de gran utilidad observar y grabar cuatro de tus clases en cada grupo y conversar contigo al 
respecto. Estas conversaciones o más bien entrevistas serían antes y después de cada clase y 
serían en torno a los objetivos de las actividades y al desarrollo de la clase. 
La información recabada será tratada como anónima en el sentido de que se asignarán números a 
cada participante por lo que la información no será identificable. 
¿Qué obtienes tú de esta colaboración? Es una ocasión para reflexionar sobre tu práctica docente 
y conversar al respecto con alguien que se dedica al desarrollo profesional de los maestros de 
inglés de niños en servicio. Es posible que en estas conversaciones notes cosas que no habías 
notado antes. 
Si estás de acuerdo con lo que aquí te propongo, por favor, firma esta carta y completa los datos 
que se solicitan. 

Nombre completo: 
Fecha: 
Firma: 
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E.2 Parents’ consent form  

Titulo de los proyectos: 

1.La concepción docente sobre el desarrollo de la habilidad oral en inglés de los niños de primaria  

2. Proyecto piloto sobre la concepción de las maestras de inglés del desarrollo de la habilidad oral 

de sus alumnos de primaria  

Investigadora: María Virginia Mercau 
Número de ética:26522888 

Estimados padres de familia: 
Mi nombre es María Virginia Mercau soy colaboradora del Colegio XX desde el año escolar 
pasado (2014-2015).  
Adicionalmente, quisiera informarles que me encuentro estudiando un doctorado en la universidad 
inglesa de Southampton. En este doctorado me dedico principalmente a estudiar la pedagogía de 
los docentes de inglés de primaria respecto al desarrollo de la habilidad oral de los niños en inglés. 
Tengo planeado observar y grabar (solo en audio no con video) una clase al mes en cada grupo 
de primaria de enero a junio. Voy a usar esas grabaciones para estudiar la relación entre la 
concepción que tiene cada maestra de inglés sobre la enseñanza/aprendizaje de la lengua y las 
actividades y temas que se desarrollan en la clase. Las grabaciones serán una herramienta 
adecuada para documentar cómo las maestras interactúan con los niños y manejan el ambiente 
de aprendizaje de los niños. Los datos recabados serán confidenciales y la información recabada 
será anónima en el sentido de que las participaciones de los niños en la clase no podrán ser 
identificadas. Como se observa en el encabezado, se trata de un proyecto piloto a realizarse en 
enero de 2016 y el proyecto principal del doctorado a realizarse de abril a junio de 2016. 
Por cuestiones de ética profesional, necesito su consentimiento para audiograbar dichas clases. Si 
están de acuerdo con ello, por favor, firmen esta hoja y regrésenla a la escuela el día de mañana. 
Así mismo, si quisieran saber más acerca de este proyecto pueden pedir una cita conmigo en la 
dirección de la escuela para que yo despeje sus dudas. 
Nombre del alumno/a: 
Grado al que asiste: 
Nombre del padre, madre o tutor: 
Firma: 
Parentesco o relación con el alumno/a: 
Fecha: 

Project title 1: Teacher cognition about the development of the speaking ability in the young 

learners EFL classroom  

Project Title 2: A pilot project on teacher cognition about the development of the speaking ability in 
the young learners EFL classroom  

Researcher: María Virginia Mercau 
Ethics number: 26522888 

English version 
My name is María Virginia Mercau. I have been working at Colegio XX since last school year. 
Additionally, I want to inform you that I am currently studying a Ph.D. in the University of 
Southampton (England). My Ph.D. projects are about English primary teachers’ teaching practices 
regarding the development of children’s oral ability in English. For these projects I am planning to 
audio-record one class a month in each group of primary (from January to June). I will use the data 
gathered to explore the links between teacher beliefs about language learning and how this 
influences the lessons and activities they design and teach. Classroom recordings are a useful way 
to document how the teacher interacts with the class and the children’s learning environment. In 
order to respect confidentiality, any classroom data used will be anonymized so that no individual 
child’s contribution can be recognized. It is an ethical requirement to get the parents’ consent for 
this.  
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As you can see at the top of this letter, I am planning to develop a pilot (in January 2016) and a 
main project (April to June 2016). 
If you are happy for your child to participate in the monthly recorded lesson, please, complete and 
sign this form and send it back with your child tomorrow.  

Student’s Name: (please print) _________________________________ 
Student’s Grade: _____ 
 Print name of Parent/Guardian: (print) ____________________________________________  
Signature of Parent/Guardian: (sign) _______________________________________________  
Relation to Student: ___________________________________________________________  
Date: ________________ 
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Appendix F   Transcription conventions  

 
Turns are indicated by the initial of the pseudonym of the participant and the letter R for the interviewer. 
Students’ turns are indicated by the letter S, S1, S2, etc. or by the pseudonym of the student. 
 

Pauses short /      long // 

Overlap [ ] 

Emphasis CAPITAL LETTERS 

Fillers um, er. 

Unclear phrases are written between simple brackets ( ) 

Clarifications about contextual features such as interruptions 

caused by school community members 

[[  ]] 

Descending intonation  

Continuing intonation  

Rising intonation   

Quotes “ ” 

Translation of phrases are written after the symbol and 

between simple square brackets 

= 

 
*These conventions were adapted from: 

Richards, K. (2003) Qualitative Inquiry in Tesol. (pp.81-82). United States: Palgrave Macmillan.  

Patino, A. (2018) “No-one told me it would all be in Catalan!” -Narratives and language ideologies in the 
Latin American community at school. International Journal of the Sociology of Language, (250: 86). 
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Appendix G Moderate School planning form  

 

 

Grade:  
Period:  
Competencies: 

Teacher  
Subject: 

Expected learning outcomes Teaching Sequence Evaluation or product 
   

Comments: 
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Appendix H Research protocol 

 
FACULTY OF HUMANITIES 

OUTLINE OF PROPOSED RESEARCH WITH HUMAN PARTICIPANTS, TO BE SUBMITTED via 
ERGO FOR 

ETHICAL COMMITTEE APPROVAL 

STUDENTS PLEASE NOTE: You will need to discuss this form with your Supervisor. In particular, 
you should ask him/her to advise you about all relevant ethical guidelines relating to your area of 
research, which you must read and understand.  

ALL RESEARCHERS PLEASE NOTE: You must not begin your study until Faculty of Humanities 
ethical approval and Research Governance Office approval have been obtained through the ERGO 
system. Failure to comply with this policy could constitute a disciplinary breach. 

1. Name(s): María Virginia Mercau 

2. Start date: 16/03/2016           End date:   15/02/2017 

3. Supervisor (student research only): Dr. Alison Porter 

4. How may you be contacted (e-mail and/or phone number)? 

Email account: mervim@hotmail.com (alternative account: mermavir.3@gmail.com) 

5. Into which category does your research fall? Delete or add as appropriate. 

 Ph.D Research 

 

6.  
Title of project 

Teacher cognition about the development of the speaking ability in the young learners EFL 

classroom 

7.  
Briefly describe the rationale for carrying out this project, and the specific aims and 
research questions 
I am really interested in studying EFL teacher cognition about young learners’ development of 
the speaking ability 
Specific aims: To find out about EFL primary teacher’s knowledge and beliefs 1. about the 
development of their students’ speaking ability in English  
2. about corrective feedback regarding student’s speaking ability in English 

Research questions: 
What is the teacher cognition (knowledge, beliefs) about the development of the oral ability of 
her students? 
Does the teacher apply techniques of corrective feedback? If she does, what is the teacher 
cognition (knowledge and beliefs) about it in relation to the children’s development of the 
speaking ability in English? 

8.  
What is the overall design of the study? 
Study background: I want to do this project at a small private school located in Mexico City. 
The selection of the school was based on the following criteria. I was looking for a school in 
which groups were small to be able to observe EFL teachers’ language teaching practices. 
Government schools in Mexico City usually have groups of more than 35 children and since 
we apply the integration policy, groups are really heterogeneous and very hard to work with. 
Class management takes most of the teachers’ time and it is hard to find events of EFL 
teaching.  

mailto:mervim@hotmail.com
mailto:mermavir.3@gmail.com
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Before deciding about the kind of school, I interviewed two teachers who have teaching 
experience from private and public schools. I also visited two public schools two ask for 
permission to observe some classes and give CPD workshops to the teachers in exchange but 
I did not get an answer. 
 I looked for small private schools in my neighbourhood and found one in which the director 
would allow me to do my Ph. D. project. I then became part of the school staff. I have worked 
at this school as a CPD provider for the kindergarten and primary EFL teachers since May 
2015 and as a secondary English teacher since August 2015. 
Description: this qualitative case study will consist in exploring and documenting primary EFL 
teachers’ cognition (knowledge and beliefs) about students’ development of the speaking 
ability and about corrective feedback. 
 To collect the data I am planning to have two semi-structured interviews with the three primary 
EFL teachers of this school and to observe and audio-record one class a month for three 
months. The first interview will be done before observing the class and the second one will be 
done after the class observation to apply a stimulated recall procedure about the class audio 
tape. 
Steps and research procedures: In December 2015 I asked (informally) the EFL teacher 
teachers if they would like to participate in this project and they agreed. 
On January 13, 2016: I will upload to the ERGO site the required information about this project 
and wait for the approval or the suggestions about what I need to improve to get the approval. 
Once and if the project is approved, I am planning to invite the teacher, the parents and the 
children to sign the consent forms from January 25, 2016. Secondly, I will start collecting the 
data from April 5 to July 8, 2016. Then, I will transcribe the data collected as soon as possible 
(before September 15, 2016.) 
Last, I will analyze the data and I will write a my Ph. D. thesis. Once I have finished it 
completely I will complete the “End of study form” and upload it to the ERGO site. 

9.  
What research procedures will be used?  

1. I will interview each EFL teacher before the class observation. 
2. I will observe and audio-record a two- hour- class a month for four months. 
3. I will have a second interview after each audio-recorded class in which I will apply the 

stimulated record procedure about specific events of the students’ oral performance 
and about the teacher-students oral interaction and corrective feedback. 

In the table I show the procedure and the timescale: 

Procedure Timescale 

Ethics submission (ERGO)  January 14, 2016 

Negotiated access to the school  December 2015 (done) 

Signature of consent letters (parents, children and 
teachers) 

January 28, 2016 

Participant information sheet (face to face) for the three 
primary teachers 

February 2016 

Data collection: 
1. First interviews with each teacher 
2. First class observations in each grade of primary 

(I will audio-record the classes) 
3. Second interview with each teacher in which I will 

apply the stimulated recall procedure about 
certain episodes or events of the class observed 
and audio-recorded 

4. Second round of interviews 
5. Second round of class observations 
6. Second stimulated recall procedure 
7. Third round of interviews 
8. Third round of class observations 
9. Third round of stimulated recall procedures 

 
In case I needed more time I could still interview the 
teachers and observe classes in July 2016. 

 

 
April 4, 2016 
April 6 to 13, 2016 
 
April 8 to April 17, 2016 
 
 
May 9, 2016 
May 10 to May 17 
May 11 to May 20 
June 6  
June 7 to 10 
June 8 to 17 

Data analysis: 
 

June 20 to October 14, 2016 

Writing a report of the project Before February 2017 

End of the project submission (ERGO)  May 2017 
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I am attaching the semi-structured interviews questionnaires. 

10.  
Who are the participants? 3 primary EFL (English as a foreign language) teachers. I will 
approach them in the primary school where they work. As I mentioned above, I have already 
asked them (informally) if they would like to participate in this project. 
Although I will be focused on the teacher’s practices, their students will be the participants too 
because I will be audio-recording one class a month. 
 In line with the Mexican Secretariat of Education guidelines, as a member of the school staff 
and as the school provider of CPD workshops I am allowed to take part in school activities with 
the students.  

11.  
How will you obtain the consent of participants, and (if appropriate) that of their parents 
or guardians?  
I will ask the teachers to sign the consent form and I will give the children the parents and 
children’s consent forms to have them sign them. 

12.  
Is there any reason to believe participants may not be able to give full informed 
consent? If yes, what steps do you propose to take to safeguard their interests? 
No. Parents and teacher can give full informed consent. The children will also have their own 
information sheet written in accessible language so that they understand, even though the 
parents are signing on their behalf. 

13.  
Detail any possible discomfort, inconvenience or other adverse effects  
the participants may experience arising from the study, and how this will be dealt with. 

As the CPD provider the teachers and children are used to seeing me in school and working 
directly with teachers in classrooms. That is why I do not think my presence will generate 
discomfort. I acknowledge as a teacher, that being observed may not be a pleasant situation. 

14.  
How will it be made clear to participants that they may withdraw consent to participate 
at any time without penalty? This information is included in the participant information sheet.  

15.  
How will information obtained from or about participants be protected? 
I will keep the data I collect in a computer that has a password. Additionally, I will keep that 
computer locked. 

16.  
If this research involves work with children, has a CRB check been carried out? 
I have explained above that according to Mexican regulations, since I am part of the school 
staff that is not necessary. 

17.  
Outline any other information you feel may be relevant to this submission. 
On January 12 a pilot project very similar to this was approved (Ethics 18681). I am uploading 
the main project of my Ph.D. now. 
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Appendix I Risk assessment form 

 
 

Student Research Project Ethics Checklist 2014/15 
This checklist should be completed by the student (with the advice of their thesis/ 
dissertation supervisor) for all research projects. 
Student name: María Virginia Mercau    Student ID: 26522888 
Supervisor name: Alison Porter    Discipline: Applied Linguistics 
Programme of study: Ph.D. Modern Languages PT 

Project title: Teacher cognition about the development of the speaking ability in the 

young learners EFL classroom 

 
YES      NO 

1 Will your study involve living human participants?  
X 

 

2 Does the study involve children under 16?  
X 

 

3 Does the study involve adults who are specially vulnerable and/or unable to 
give informed consent?(e.g. people with learning difficulties, adults with 
dementia) 

 X 

4 Will the study require the cooperation of a third party/ an advocate for 
access to possible participants? (e.g. students at school, residents of 
nursing home) 

 X 

5 Does your research require collection and/ or storage of sensitive and/or 
personal data on any individual? (e.g. date of birth, criminal offences) 

 X 

6 Could your research induce psychological stress or anxiety, or have 
negative consequences for participants, beyond the risks of everyday life? 

 X 

7 Will it be necessary for participants to take part in the study without their 
knowledge and consent at the time? (e.g. covert observation of people) 

 X 

8 Will the study involve discussion of sensitive topics? (e.g. sexual activity, 
drug use) 

 X 

9 Will financial inducements (other than reasonable expenses or 
compensation of time) be offered to participants? 

 X 

10 Are there any problems with participants’ rights to remain anonymous, 
and/or ensuring that the information they provide is non-identifiable? 

 X 

11 Will you have any difficulty communicating and assuring the right of 
participants to freely withdraw from the project at any time? 

 X 

12 If you are working in a cross-cultural setting, will you need to gain 
additional knowledge about the setting to work effectively? (e.g. gender 
roles, language use) 

 X 

13 Are there potential risks to your own health and safety in conducting the 
study? (e.g. lone interviewing in other than public spaces) 

 X 

14 Will the study involve recruitment of patients or staff through the NHS? 
 

 X 

15 Does the research project involve working with human tissue, organs, 
bones etc that are less than 100 years old? 

 X 

 
Please refer to the Research Project Ethics Guidance Notes for help in completing this 
checklist. 
If you have answered NO to all of the above questions, discussed the form with your 
supervisor and had it signed and dated by both parties (see over), you may proceed with 
your research. A copy of the Checklist should be included in your eventual report/ 
dissertation/ thesis. 
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If you have answered YES to any of the questions, i.e. if your research involves human 
participants in any way, you will need to provide further information for consideration by the 
Humanities Ethics Committee and/or the university Research Governance Office. This 
information needs to be provided via the Electronic Research Governance Online (ERGO) 
system, available at www.ergo.soton.ac.uk. 
 
CHOOSE ONE STATEMENT: 

 I have completed the Ethics Checklist and confirm that my research does not 
involve human participants (nor human tissues etc). 
 

X 
I have completed the Ethics Checklist and confirm that my research will 
involve human participants. I understand that this research needs to be 
reported and approved through the ERGO system, before the research 
commences. 
 

 
Signature of student: …………………………………………………..
 Date: …………………………….. 
 
Signature of supervisor: ………………………………………………
 Date: …………………………….. 
 
 

http://www.ergo.soton.ac.uk/
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Appendix J Oxford Discover 2 Unit 11 (Natural 

resources) 

Second grade student’s book (pgs. 140-149) 
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J.1 Second grade workbook (pgs. 92-95) 
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Appendix K Oxford Discover 4 Student’s Book (pgs. 

198-199)
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Appendix L Oxford Discover 6 Student´s Book (pgs. 

172 – 175)  
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Appendix M  Student’s research project ethics list  

 
 

ETHICS IN RESEARCH RISK 
ASSESSMENT FORM  
 Faculty of Humanities 

 

To be completed in accordance with the attached guidelines 

This is not a Health and Safety Risk Assessment. If your project also involves Health and Safety 
Risks you will also need to complete a Health and Safety Risk Assessment form. Contact your 
supervisor for more information about this. 

Activity: I am planning to observe three primary English teachers in their classrooms. 

Locations: A private primary school in Mexico City. 

Potential risks: to anonymity and confidentiality and the risk of not protecting data. 

Who might be exposed/affected?  

Having an observer in their classroom may be a distraction for the students and the 

teacher. The teachers may not feel as comfortable as if she were alone with her group. 

How will these risks be minimised? 

I am a member of the school staff. I work there as an English teacher and a CPD provider. 

To minimise the distraction that my class observation could cause I have already started 

participating in classrooms activities so children get used to my presence. 

 

Risk evaluation:      Low  
 

Can the risk be further reduced?  

Yes, by treating data carefully (keeping it safe in a computer with password kept in a 

locker).      

Further controls required: No. 
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Date by which further controls will be implemented: 

Are the controls satisfactory:    Yes / No 

Date for reassessment: 

 

Completed by:          

María Virginia 
Mercau  

    

   Name  signature  date 

Supervisor/manager: 
 If applicable          

     

   Name  signature  date 

Reviewed by:          

     

   Name  signature  Date 
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Appendix N Risk assessment form 

 
 

Student Research Project Ethics Checklist 2014/15 
This checklist should be completed by the student (with the advice of their thesis/ 
dissertation supervisor) for all research projects. 
Student name: María Virginia Mercau    Student ID: 26522888 
Supervisor name: Alison Porter    Discipline: Applied Linguistics 
Programme of study: Ph.D. Modern Languages PT 

Project title: Teacher cognition about the development of the speaking ability in the 

young learners EFL classroom 

 
YES      NO 

1 Will your study involve living human participants?  
X 

 

2 Does the study involve children under 16?  
X 

 

3 Does the study involve adults who are specially vulnerable and/or 
unable to give informed consent?(e.g. people with learning difficulties, 
adults with dementia) 

 X 

4 Will the study require the cooperation of a third party/ an advocate for 
access to possible participants? (e.g. students at school, residents of 
nursing home) 

 X 

5 Does your research require collection and/ or storage of sensitive 
and/or personal data on any individual? (e.g. date of birth, criminal 
offences) 

 X 

6 Could your research induce psychological stress or anxiety, or have 
negative consequences for participants, beyond the risks of everyday 
life? 

 X 

7 Will it be necessary for participants to take part in the study without 
their knowledge and consent at the time? (e.g. covert observation of 
people) 

 X 

8 Will the study involve discussion of sensitive topics? (e.g. sexual 
activity, drug use) 

 X 

9 Will financial inducements (other than reasonable expenses or 
compensation of time) be offered to participants? 

 X 

10 Are there any problems with participants’ rights to remain anonymous, 
and/or ensuring that the information they provide is non-identifiable? 

 X 

11 Will you have any difficulty communicating and assuring the right of 
participants to freely withdraw from the project at any time? 

 X 

12 If you are working in a cross cultural setting, will you need to gain 
additional knowledge about the setting to work effectively? (e.g. gender 
roles, language use) 

 X 

13 Are there potential risks to your own health and safety in conducting the 
study? (e.g. lone interviewing in other than public spaces) 

 X 

14 Will the study involve recruitment of patients or staff through the NHS? 
 

 X 

15 Does the research project involve working with human tissue, organs, 
bones etc that are less than 100 years old? 

 X 

 
Please refer to the Research Project Ethics Guidance Notes for help in completing this 
checklist. 
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If you have answered NO to all of the above questions, discussed the form with your 
supervisor and had it signed and dated by both parties (see over), you may proceed with 
your research. A copy of the Checklist should be included in your eventual report/ 
dissertation/ thesis. 
If you have answered YES to any of the questions, i.e. if your research involves human 
participants in any way, you will need to provide further information for consideration by the 
Humanities Ethics Committee and/or the university Research Governance Office. This 
information needs to be provided via the Electronic Research Governance Online (ERGO) 
system, available at www.ergo.soton.ac.uk. 
 
CHOOSE ONE STATEMENT: 

 I have completed the Ethics Checklist and confirm that my research does not 
involve human participants (nor human tissues etc). 
 

X 
I have completed the Ethics Checklist and confirm that my research will 
involve human participants. I understand that this research needs to be 
reported and approved through the ERGO system, before the research 
commences. 
 

 
Signature of student: …………………………………………………..
 Date: …………………………….. 
 
Signature of supervisor: ………………………………………………
 Date: …………………………….. 

 

Tips for completing an Ethics in Research Risk Assessment 

There is no such thing as “No Risk” – even in a simple questionnaire study risk should be 
assessed. Any risk to confidentiality/anonymity should be considered, as should data 
protection/security. 
Risk cannot be eliminated but it can be minimised if properly managed, so take time to explain 
exactly how you address the risks you identify  
Risk assessment should be limited to the research activity and not include activity that is not 
related to the research (for instance observation in a classroom should consider the additional risk 
caused by the observer presence and not the routine activity being observed)  
Potential harm may be psychological as well as physical (for instance an interview may involve 
sensitive questions that may upset respondents) 
Intrusive procedures (e.g. surface electrodes, unpleasant images) and invasive procedures (e.g. 
taking bloods) are higher risk by definition.  
Clinical procedures (e.g. taking bloods, brain imaging) should take place in a clinical space and 
performed by a trained clinician unless there is a specific arrangement in place with the University 
Insurance Office 
Risks involved in clinical procedures should be fully identified – even taking blood entails a risk of 
fainting, bruising, etc. 
Consider risk to the researcher as well as to the participant. Lone working (e.g. interviewing in 
homes) may need to be managed to ensure safety. 

http://www.ergo.soton.ac.uk/
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Ramírez Romero, J., Sayer, P. & Pamplón Irigoyen, E. (2014). English language teaching in public primary 
schools in Mexico: the practices and challenges of implementing a national language education program, 
International Journal of Qualitative Studies in Education, 27(8), 1020-1043. 
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