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Abstract  

 

This research is a case study of stakeholders’ perceptions of learning and 

provision during a specific English language program. The pedagogical context of the 

program was clearly defined. English teachers from Hong Kong who had either 

Cantonese or Mandarin as their first language (L1) came to Australia for intensive 

language proficiency training and assessment. The Hong Kong government determined 

the program’s syllabus, including assessment instruments and criteria in the Syllabus 

Specifications for the Language Proficiency Assessment for Teachers (English 

Language) (LPATE) (Government of the Hong Kong Special Administrative Region 

(HKSAR), 2000). The Australian provider had created the program from the 

specifications and had developed appropriate teaching and assessment materials for its 

implementation in all syllabus components. Additionally, the provider was responsible 

for administering and marketing the program. Delivery was in immersion mode with 

the Hong Kong teachers travelling to Australia and residing with Australian ‘homestay’ 

families for the 6-week program. The ‘guiding issue/question’ for the case study was: 

How did the multiple stakeholders perceive learning and provision?  

 

The study drew on a corpus of data collected from the perspectives of various 

stakeholders within provision of a 6-week in-service and education training program 

(INSET) (Bolam, 1986) for Chinese first language (L1) primary and secondary school 

teachers. Stakeholders represented in the study were teachers who participated as 

learners; the researcher who was a part-time language instructor; a course designer who 

was a full-time language instructor in the program; and an administrator who also held 

a wider role in the general marketing of INSET. Multiple forms of data were collected 

 



 

and analysed within a case study design (Stake, 1995, 2000). These included: a 

document analysis; pretest and posttest questionnaires; semi-structured interviews from 

individuals and focus groups; stimulated recall interviews from individuals; learner 

journals; and a researcher journal. 

 

Existing knowledge was reviewed through a search of literature, policies and 

accounts that examined four contextual layers that framed the study and situated it in 

terms of global, local and intercultural issues. Specifically, the layers were: (a) 

imperatives for Australian higher education to internationalise; (b) provision of INSET 

for teachers of English as a Second or Foreign Language (ESL/EFL); (c) language 

education and proficiency in Hong Kong; and (d) intercultural communication and 

culture learning as they pertained to an immersion program. 

 

 While higher education institutions in Australia have recognised the imperative 

to internationalise, some recent initiatives are poorly researched. Bodycott and Crew 

(2001a, p. 23) noted a “dearth” (p. 2) of literature surrounding short-term, immersion 

versions of INSET such as that used in the current research.  A review of literature 

where INSET had been used for the education of language teachers provided important 

insights into issues that might affect learning and provision. These involved the extent 

to which teachers’ home country contexts were included in the design and content of 

programs, whether ‘one-off’ programs could be effective in the long-term, and what 

models underpinned the current design of INSET.  

 

The major gaps in the literature were (a) reported research on INSET where it is 

delivered as a short-term, immersion program to South East Asian teachers; and (b) 

 



 

published work on the LPATE as a learning-teaching experience. The current study 

attempted to address these gaps. 

 

While there was an absence of literature on the specific context of the INSET 

under study, the literature did reveal ways for the teacher/researcher to objectify and 

reflect on INSET provision. Literature on interactionism and social constructivism 

provided insights into the role and effect of the teacher/researcher in a data-gathering 

process. The case study approach was reviewed and Stake’s (1995, 2000) design used 

in the study within a theoretical framework of social constructivism. 

 

In its reporting, the case accounts for forces of change surrounding the 

participants’ INSET. These included the internationalisation of Australian higher 

education and curriculum reform in Hong Kong. At more personal levels, participants 

provided reflective data throughout the immersion experience. These data from the 

Hong Kong teachers indicated perceptions of strong positive growth in their English 

proficiency. This is an outcome consistent with the purpose of the INSET, which was to 

improve and benchmark proficiency standards. The data also revealed that the teachers 

had learned much about pedagogy and culture, which formed insights into intercultural 

negotiation and learning. The providers - an administrator and an instructor - supported 

accounts their learners had given of learning and provision. Yet, each had particular 

views regarding what constituted success in delivery of an INSET. 

 

While the case study provided detailed explication of the “nature” of this 

particular INSET, this researcher supports Crew and Bodycott’s (2001) call for further, 

longitudinal research into the phenomenon. Drawing on findings from this study, 

 



 

specific research questions are suggested to investigate the effects of immersion 

INSET.  

 

Within the constraints of case study method, implications are drawn for the 

design and delivery of future short-term, immersion INSET. A detailed mapping of 

what stakeholders reported as culture learning and cross-cultural experiences provided 

an account of this aspect of the phenomenon. There was strong evidence that a 

component based on intercultural communication should be included in any future trial 

to inform INSET design.  

 

A new model, entitled ‘Intercultural INSET’, is proposed for future 

implementation and research. It incorporates domains of learning established from the 

case study data and is informed by a theoretical construct designed in the current study 

and termed, ‘Positive Effect Chain’. The proposed model embeds the design within 

contexts significant to the teacher/participants and to their ongoing critical reflection. 

This ongoing reflection informs thinking about the proposed INSET course evaluation. 

Finally, the proposed model extends INSET into a post-immersion phase. This 

subsequent phase extends participants’ INSET interaction, once they have returned to 

their own countries and to their work in home classrooms. The model seeks enduring 

and effective learning and requires trial and further study. 

 

The case study approach provided a successful vehicle for organising the data of 

the research and for framing the discussion. It also yielded indications as to the means 

by which INSET providers might structure ongoing feedback and assessment of their 

 



 

intended curriculum design. These indications are reflected in the proposed 

‘Intercultural INSET’ design. 
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Chapter 1 - Introduction 

The term ‘INSET’ describes in-service education and training for teachers of 

English (Bolam, 1986; Roberts, 1998). Increasingly, such provision has become an 

interest area for Australian higher education. Conducted as programs in immersion 

mode, typically, they are of 4 to 10 weeks’ duration. Participants often are partly or 

wholly subsidised by their employing body, especially where they attend as a 

professional requirement. Many teachers from South-East Asia are doing so. 

Australian INSET programs are delivered by accredited English Language Intensive 

Courses for Overseas Students (ELICOS) institutions and universities.  

 

The immersion form for INSET is a relatively new phenomenon and market 

competition is strong. Consequently, little is known about these programs. As 

Bodycott and Crew (2001a) noted: 

Whilst long-term immersion programmes or residence abroad programmes have 

enjoyed some attention …there is a dearth of research into the nature and effects 

of short-term programmes. Much needs to be done. (p. 2) 

 

This study takes up Bodycott and Crew’s challenge in exploring the “nature” 

of short-term, immersion INSET by examining stakeholders’ perceptions of learning 

and provision. The study is descriptive in relation to a specific INSET case. While it 

does not address longitudinal “effects” of the reported case, strong implications for 

future research have been identified. 

 

 Harbon (2003) adopted the term “in-country” for her review of  programs for 

the education  of languages. The focus of her work was on foreign languages 
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excluding English. It encompassed a range of languages, styles and purposes of 

delivery. While the term ‘in-country’ adequately describes the locality of the 

experience, the term ‘immersion’ used by Bodycott and Crew (2001b)  was chosen 

for the present study because it depicts the impact of short-term programs in a host 

country. Bodycott and Crew’s (2001b) work was dedicated to short-term teacher 

education programs for Hong Kong residents who travel abroad for English language 

enhancement. The participants of the current study are Hong Kong Chinese nationals 

who were linguistically and culturally ‘immersed’ in an intensive teacher education 

program delivered in Australia. The term ‘immersion’ holds connotations of diving 

into a body of water. This experience can be both shocking and exhilarating in its 

intensity. The study accounts for a specific INSET in Australia, reflecting the 

intensity of the experience in ways more comprehensively served by the term 

‘immersion’. 

 

A case study approach (Stake, 1995, 2000) was adopted to explore the nature 

of the teaching and learning experience of a specific INSET. Stake’s approach is 

highly relevant to the key purpose of this study. He had argued for principled 

investigation of a phenomenon that used multiple forms of data as a basis for 

analysis. This was cogent in the documentation and analysis of the lived experience 

of participants in the specific program investigated and reported here.  

 

Stake’s framework for structuring a case study was also relevant for the 

sequencing of the case and its reporting. This is reflected in the chapter structure of 

the thesis. In Chapter 1, the context for the study and its guiding issue questions are 

outlined. These questions were established at the beginning of a study not as fixed 
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lines of inquiry, but as a starting point. They were open to the evolution of data and 

analysis as the INSET phenomenon was investigated, and changed accordingly. 

These changes are depicted in the discussion of data in Chapters 5 and 6, and in the 

conclusion reported in Chapter 7. 

 

Stake’s belief that the narrative should be visible throughout an ongoing 

presentation of the case is also evident within each chapter. A review of the literature 

is provided in Chapter 2 as a contextual framework for the study. The literature is 

comprised of published research and policy documents. The lived accounts of both 

the researcher and the study’s participants are intertwined within its review through 

anecdotes. Literature was reviewed on issues surrounding the internationalisation of 

Australian higher education to include: provision of INSET for teachers of English as 

a Second Language (ESL) or as a Foreign Language (EFL); the current status of 

English language teaching in Hong Kong; and intercultural communication and 

culture learning. 

 

The theoretical framing for the study is provided in Chapter 3 along with a 

detailed justification of Stake’s approach as appropriate for case study design. 

Multiple forms of data were collected and various approaches used in their analyses. 

Both the multiple forms and collective analytic approaches are justified in two ways. 

First, they are relevant in their theoretical orientation. Multiple forms of ethnographic 

data provided a social constructivist account of a reality. Second, they support the 

case approach. The data and analytical methods provided a rich account of the 

phenomenon and supported the study’s purpose by describing the phenomenon in 

ways conducive to interpretation. 

 3



 
 

Analysis and discussion of data constitutes Chapters 4 to 6. Each chapter is 

structured with particular purpose. Chapter 4 is based on a key document and related 

policies as data. It serves as a ‘prologue’ to the narrative by identifying forces at 

work that compelled language teachers in Hong Kong to ‘move’. This movement 

was twofold. They moved (a) to rethink their professional standing, and (b) to choose 

to journey to participate in an Australian the immersion INSET. Chapters 5 and 6 

detail the main plot of the case narrative. This evolved as the key stakeholders’ 

accounts of learning and provision were collected and analysed. Stakeholders were 

teachers who participated as learners; the researcher who was a language instructor; a 

course designer who also was a language instructor in the program; and an 

administrator who also held a wider role in the general marketing of INSET. Their 

perspectives formed layers of the phenomenon and were investigated through 

quantitative and qualitative analysis.  

 

Data from two of the three classes of learners are discussed in Chapter 5. 

These classes were selected because the researcher taught them. The data 

underpinning the discussion in Chapter 5 are Hong Kong teachers’ perceptions as 

students in the INSET. Their accounts were of their learning and of the INSET 

provision that had promoted it. Learning data in the domains of language, pedagogy 

and culture were gathered through questionnaires, interviews and learner journals.  

 

The provider’s perspective is presented in Chapter 6. This is represented in 

data from a language instructor/course designer and a course administrator/marketer. 

Their views were explored through stimulated recall. These data reflected the two 
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stakeholders’ respective goals and problem areas and the constructs each had built 

because of their different responsibilities in providing INSET.  

 

The narrative reaches its climax and conclusion in Chapter 7 where three 

domains of the specific INSET are discussed and a suggested reorganisation of the 

program is made in the form of a proposed model. There were two main stages in 

rethinking INSET design. First, key elements of a chain were identified where 

participants saw positive associations with learning. This is termed the ‘Positive 

Effect Chain’ in the suggested future model. Second, the key elements were 

incorporated into an ‘Intercultural INSET’ model for program design. At this second 

stage, the explicit benefit of interactions with the host culture in an immersion 

program is highly visible. Major features of the Intercultural INSET design include: 

(a) recognition of the significance of learner contexts; (b) awareness of the roles of 

language, pedagogy and culture as domains of learning on targeted proficiency goals; 

(c) understanding of the principles of enduring learning; and (d) justification for a 

broader approach to course evaluation. 

 

One key layer that was significant in the evolution of the case was the role 

that I played as a teacher/researcher. An interactionist approach (Denzin, 1994, 1997) 

was taken both in framing the study and in managing case data. In following this 

approach, the researcher’s lived experience is recognised in specific ways that were 

significant to building the narrative of the case study (see Chapters 2 and 3). My 

prior experience of teaching English in Hong Kong with secondary school students, 

and with in-service programs for English teachers is recognised as the data analyses 

are presented and discussed in Chapter 5. Notably, the discussion explores how such 
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experiences may have affected the interactional dynamics as I gathered and 

investigated data. 

 

Foreshadowing Issues/ Questions 

Stake (1995) argued that in a case study, one cannot establish research 

questions that are immutable. Rather, they change as the phenomenon under 

investigation and interpretations of it evolve during the life of the study. He argued 

that “foreshadowing issues/questions” should be established to guide the evolution 

(p. 20). He interpreted these as “etic” issues focussing on “the issues of a larger 

research community” and “emic issues” which emerge during the case as “issues of 

the actors, the people who belong to the case” (p. 20). Such issues and questions are 

“research questions that emphasise trade-offs and contexts” (p. 171). The 

researcher’s prior experience of English language teaching in the Hong Kong 

context, and an unpublished pilot studyi of INSET, informed the guiding issues/ 

questions. These questions changed as the study evolved and in response to an 

iterative approach to data analysis. 

 

Etic Issues 

Researcher issues outside of the study were explored (a) as imperatives 

within which the INSET was grounded; and (b) as theoretical orientations 

influencing the case study approach. Five issues were uncovered. Reformed as 

questions, they are: 

1. What are the curriculum design elements of INSET for language 

teachers? What are the theoretical orientations and principles that 

shape them? 
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2. What were the forces within Australian higher education that enabled 

provision of this INSET?  

3. What were the forces in Hong Kong that sent teachers overseas for an 

immersion INSET? 

4. How did the researcher’s past and present experience affect the study? 

5. What theoretical constructs, forms of data collection and methods of 

data analysis are most relevant to a case study of an immersion 

INSET? 

 

Emic Issues 

The five etic issues were explored before, during and after the specific 6-

week immersion INSET. Issues related to the people inside the study evolved from 

them and were explored concurrently with them as the case study grew. Eight such 

issues form the emic basis of the research. Reconstructed as questions, they are: 

1. What were the goals of the Hong Kong teachers who were 

learner/participants in this INSET? Was passing the language 

proficiency examination targeted by the Hong Kong government their 

motivation or were there others? Why did they choose to come to 

Australia to participate in this specific INSET? 

2. What did they learn about language? Was it test preparation alone? 

Did they find implications in the INSET for enduring learning?  

3. What did they learn about pedagogy? Did they see this as relevant or 

transferable to their own classrooms? 

4. How did the immersion experience affect their learning? What did the 

specific INSET offer that was different from an ‘at home’ INSET? 
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5. How did the researcher’s evolving relationship with participants affect 

data collection and analysis? 

6. How did other language instructors perceive the enacted curriculum? 

What was their underlying philosophy towards INSET? How did they 

perceive their learners? 

7. What did the administration regard as the elements of a successful 

INSET? 

8. How did the administration team and the teaching team interact to 

establish and sustain this INSET? 

 

The significance of the case approach is its potential to draw issues together 

into a coherent framework in a hybrid analysis (Shapiro, 1994). If this potential is 

realised, then questions such as those listed and analysis of data yielded from their 

investigation provide a greater understanding of the phenomenon itself and in so 

doing can inform future immersion INSET delivery and research. The ‘Positive 

Effect Chain’ and ‘Intercultural INSET’ emerged as evidence of this coherence. 

 

Importance of the Study 

Australian provision of education to international students is important 

globally within a knowledge marketplace (Tinkler, Lepani & Mitchell, 1996) and 

domestically within an increasingly deregulated higher education market (Welch & 

Denman, 1997). This focus has been evident particularly in the English as a Second 

Language (ESL) industry. Australian higher education and ELICOS institutions now 

compete with providers from across the world in bidding for tenders for short-term, 

English language INSET. While the phenomenon exists as a social reality, few 
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studies have been conducted into its nature or effect (Bodycott & Crew, 2001b; 

UNESCO Asia-Pacific Regional Bureau for Education, 2001). This case study 

provides evidence with a focus on particular participants’ perceptions. Within the 

boundaries set by the case study methodology, such data and their analyses give 

Australian providers insights from multiple perspectives within the field and move 

toward filling gaps in the existing literature. 
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Chapter 2 - Review of Literature 

In this chapter, the study is contextualised through a review of existing 

knowledge in literature, policies and accounts. Four main contextual layers are 

identified in this review. They frame the study and situate it in terms of global, local 

and intercultural issues, specifically in relation to: 

1. Imperatives for Australian higher education to internationalise; 

2. Provision of in-service education and training programs (INSET) for 

English as a Second/ Foreign Language (ESL/EFL) teachers;  

3. Language education and proficiency in Hong Kong; and 

4. Intercultural communication and culture learning. 

These four contextual layers and their relevant components are discussed in detail in 

this chapter. 

 

Imperatives for Australian Higher Education to Internationalise 

The internationalisation of Australian higher education is an historically 

recent phenomenon. It is generally agreed that its current form began with the 

Colombo Plan in 1950 and has evolved in a relatively ad hoc form (Trevaskes, 

Eisenchlas, & Liddicoat, 2003; Welch & Denman, 1997). This review of 

internationalisation shows how definitions of the term ‘internationalism’ and its 

historical development in Australia highlight particular imperatives for Australia to 

provide ‘immersion’ programs for learners and teachers of English as a second or 

foreign language.  
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Defining Internationalism 

Welch and Denman (1997) were unable to establish a consensual view of 

internationalisation of higher education in the literature. Five years later, Trevaskes, 

Eisenchlas and Liddicoat (2003) similarly reported a lack of consensus. They wrote 

that internationalisation was still a “slippery concept” (p. 1). Welch and Denman 

(1997) had traced the phenomenon to ways in which internationalisation had 

developed in Australia, determining “that internationalisation has occurred in a rather 

ad hoc and incremental fashion with policy and reflection occurring after the fact” (p. 

6).  

 

Wallace (1991) held a similar concern, specifically as the development 

applied in international teacher education. He felt that the education of foreign 

language teachers had been a “series of bright ideas” without a cohesive policy (p. 

1). An early and frequently cited definition of internationalisation came from the 

work of Knight and de Wit writing separately and collaboratively (Knight, 1994; 

Knight & de Wit, 1995). Their definition reflected the multifaceted nature of the 

internationalisation phenomenon and, while now a decade old, it is relevant for this 

study: 

Internationalisation is a process of integrating an international, intercultural 

dimension into the teaching, research, and service functions of the institution… 

distinct commitment, attitudes, global awareness, an orientation and dimension 

which transcends the entire institution and shapes its ethos. (Knight and de Wit, 

1995, p. 15) 

 

 11



 
This extended definition promised far-reaching effects if internationalisation 

were to be accommodated by higher education institutions. First, internationalisation 

was given agency as a process to be executed pragmatically by leaders and 

practitioners in the three domains of teaching, research and community service. 

Second, it was to underpin the mission of the institution. Third, it established place 

for an intercultural dimension to the university’s teaching, research and service. Later 

critics (Trevaskes et al., 2003) recognised the significance of the definition, but were 

disappointed that it lacked guidance towards enactment.  

 

Australian national policies reflect movement towards realising these 

definitions of internationalisation. Federal policy-makers have described 

internationalisation in terms of “people-to-people links” by establishing international 

communities through student and staff mobility; “aid” to contribute to governance 

and capacity building in developing countries; and “education as an export earner” 

with international education situated as Australia’s third largest export industry by 

2002 (Downer, 2003).  At university level, mission statements such as The Griffith 

Project (Griffith University, 2002) suggest a powerful influence of the definition on 

policy. This paper included ‘internationalisation’ as one of five key commitments for 

the University “for the enrichment of Queensland, Australia and the international 

community” (p. 4). The adoption of internationalisation is depicted here with wide 

implications for universities as social institutions.  

 

Both the national and interpersonal policies highlight broad principles of 

internationalisation. However, their enactment remains problematic. Attempts to 

target domains of implementation included a recommendation by Trevaskes et al. 
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(2003) that ‘internationalisation’ be used in “teaching literacy, languages, and 

culture” (p. 4). Further, they called for “comprehensive programs” to support the 

intercultural experience of both local and international students (p. 141).  

 

In conceptualising enactment in Australian higher education, Liddicoat 

(2003) identified three main activities:  

1. internationalising the student body by recruiting students from overseas; 

2. internationalising the curriculum; and 

3. internationalising students’ educational experiences through overseas 

exchanges (p. 14). 

He noted that the first of these had been the major initiative of Australian universities 

for almost two decades but that a focussed approach to internationalisation in 

teaching and learning has only just begun. Liddicoat’s (2003) three activities reflect 

on the teaching and service functions of universities. Although helpful in elucidating 

the enactment of internationalisation in these two domains, Liddicoat has not listed 

applications in research.  

 

The provision of short-term, immersion programs such as the one described 

in this study can be categorised as an enactment of the first of Liddicoat’s (2003) 

internationalisation activities above. Students were recruited from Hong Kong and 

travelled to Australia for instruction. However, the short-term duration and intensive 

nature of the program investigated in this study precluded significant contact with the 

Australian student body. The major intercultural impact of the recruitment was not in 

the university but rather in the homestay environment. The study’s teachers had no 
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curricular contact with Australian university students and their informal, on-campus 

interactions were limited. The homestay enabled more sustained interaction.  

 

In situating this study in relation to Knight and deWit’s (1995) definition of 

internationalisation and its subsequent development by Trevaskes et al. (2003) and 

Liddicoat (2003), specific characteristics are applicable. First, the INSET case is 

market-driven. It is part of how Downer (2003) saw internationalisation in terms of 

“education as an export earner”. The host institution that provided the INSET was a 

self-funding entity. It planned, conducted and marketed programs on the basis of 

cost-effectiveness and profit. Its approach to being an ‘export earner’ involved 

identifying overseas markets with a defined need.  

 

Second, there were “people-to-people links” (Downer, 2003) and the 

development of intercultural sensitivity (Liddicoat, 2003). In the first instance, 

positive links were established between individuals including the participants, their 

language instructors and the host families. Some links were also established between 

groups such as schools and churches, but these were initiatives taken by the 

participants and were not central to the INSET design. In the second instance, culture 

and the development of intercultural awareness were significant aspects of this 

international experience. The ways that these factors were incorporated into the 

INSET case are critically reviewed in the discussion in Chapters 4 to 6. 

 

One problem in situating the study reported here in definitions of 

internationalisation is that participants’ length of stay was much shorter for the 

INSET case than may have been intended by Knight and de Wit, Downer, and/or 
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Liddicoat. The relatively short term (6 weeks) of INSET is unlikely to affect the 

wider curriculum of the entity or its host university. Similarly, it does not facilitate 

frequent opportunities for interaction with the wider student body. The significance 

of these programs to Australian higher education lies chiefly in their profitability.  

 

Historical Context of Australian Internationalisation 

The presence of international students in Australia “began modestly, largely 

based on its significance in fostering regional goodwill and supporting Australia's 

developmental aid policy, largely within the Asia-Pacific region” (Welch & Denman, 

1997, p. 20). Its most obvious beginning was in 1950 with the Colombo Plan that 

sponsored overseas students into Australian universities and moved to the current 

trend for private, full-fee paying students in the early 1980's (IDP Education 

Australia, 2003). According to Welch and Denman, by the 1980's and early 1990's 

there were three changes of particular significance. These were: 

1. A redefinition of Australia's role with its subsequent increased 

integration into the Asia-Pacific; 

2. The need to supplement incomes following federal budgetary 

constraints; and 

3. A large surge in the growth of consumer demand for international study. 

(p. 20) 

 

These changes of gradual deregulation of the higher education industry and 

new global forces in economic markets have become imperatives driving Australian 

higher education institutions to internationalise (Knight & de Wit, 1995; Leask, 

1999). Universities actively sought income additional to that which traditionally had 
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come from government. Sensitivity to globalisation in economic markets reoriented 

universities to the economic potential of its ‘knowledge’ product in markets 

searching for education and training (Tinkler, Lepani, & Mitchell, 1996). Combined, 

the two imperatives have resulted in Australian higher education institutions actively 

recruiting overseas students (Knight, 1994; Knight & de Wit, 1995; Trevaskes et al., 

2003; Welch & Denman, 1997). In order to deliver appropriate and attractive 

packages of knowledge, the institutions have tailor-made programs reflecting what 

they have come to know of the international market (Griffith University, 2002). 

 

Two main responses to internationalisation in Australian institutions were 

identified (Welch & Denman, 1997). The first was a reluctance to change much of 

what had been traditional operation. Thus curriculum, pedagogy and the selection, 

placement and professional development of staff were largely untouched. This 

response was more typical of the “older institutions” that “see themselves as 

academic standard bearers” and were “less affected by market swings” and were 

“more reluctant to change curriculum, staffing and training” (Welch & Denman, 

1997, p. 22). The second response was from younger, more innovative institutions in 

need of attracting enrolments and alternative funding. These “newer, more 

enrolment-driven institutions were more responsive in determining their academic 

standards and curriculum” (p. 22).  Additionally, there have been recent shifts 

reflecting significant changes and implications for change in both ‘younger’ and 

‘older’ academic institutions (Trevaskes et al., 2003).  

 

Of particular historical importance to this study is the “shift of policy focus 

from ‘educational aid’ that occurred post-World War II to ‘educational trade’ that 
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happened in the 1970s and 1980s, to a current push for ‘internationalisation’ 

beginning in the early 1990s” (Trevaskes et al., 2003, p. 1). This trend has seen 

aggressive marketing and recruitment and a corresponding focus on regulation and 

quality control (IDP Education Australia, 2003). Towards the end of the 20th century, 

all institutions seemed to have moved towards the profit-driven response to 

internationalisation:  

all institutions have changed in response to increased competition between 

institutions, a recognition of the benefits of internationalisation and a reactive 

decrease in financial support from central government. (Welch & Denman, 

1997, p. 22) 

 

Within the sphere of immigration regulation of international student 

enrolments, Australian laws for foreign students have been perceived as highly 

liberal (Shinn, 1996). Administrative deregulation from the Department of 

Immigration, Local Government & Ethnic Affairs (DILGEA) to individual 

universities facilitated speedy enrolment at the local level. It included processes for 

accepting and evaluating applications, including aspects such as financial viability 

and medical fitness, in addition to checking on academic credentials (Industry 

Commission, 1991; Shinn, 1996). The devolution of such powers to university level 

increased the effectiveness of contracting both for a university and for its 

international recruits. 

 

The Australian focus on educational 'trade' centres on Singapore, Malaysia, 

Hong Kong, Indonesia and Thailand. More than 60% of recruitments are from the 

Asia-Pacific region (Back & Davis, 1995, p. 127). In 1993, The University Mobility 
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of the Asia Pacific (UMAP) was established as a voluntary association of regional 

representatives of the higher education (university) sector. UMAP “aims to achieve 

enhanced intercultural understanding through increased mobility of university staff 

and students”(University Mobility in Asia and the Pacific (UMAP), 2004). The Asia-

Pacific Economic Cooperation (APEC) “established APEC Study Centres, 

partnerships in post-secondary institutions to foster international cooperation and 

educational exchange for the mutual benefit of the region” (Welch & Denman, 1997, 

p. 16). Also, UNESCO has encouraged educational collaboration in the region 

through initiatives such as the Asia Pacific Programme of Educational Innovation for 

Development (APEID) (UNESCO Asia-Pacific Regional Bureau for Education, 

2001). To a large extent, these initiatives reflect the humanistic aspects of definitions 

of internationalisation. 

 

The 2003 Ministerial Statement on Education (Nelson, 2003) asserted that 

“international activities” at “Australian schools, training institutions, English 

language colleges and universities” were “critically important to Australia’s 

economic and social development” (p. 1). A discursive shift in the description of 

internationalisation was evident in the statement with the move to include 

sociological domains as “international education gives Australians opportunities to 

experience and appreciate differences” (p. 1).  This reflected the current movement 

towards a focus on educational implications of internationalisation for Australian 

students (IDP Education Australia, 2003; Leask, 1999, 2003; Liddicoat, 2003). The 

Ministerial Statement took this a step further to add a political dimension arguing 

that internationalisation also promotes democracy:  
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The benefits flow two ways. International students contribute intellectually to 

Australian education and society, and provide diverse social and cultural 

perspectives that enrich the educational experience of many Australian students. 

Engagement in international education strengthens Australian democracy and 

multiculturalism and the tolerance that underpins it. (Nelson, 2003, p. 3) 

  

The orientation had changed towards improving the intercultural competence 

of Australian students while enhancing the experience of international students. This 

extended to include internationalisation as an instrument for political stability in the 

Asia-Pacific region: “Australian competitiveness and national security is dependent 

on international and cross-cultural awareness on the part of Australians” (Nelson, 

2003, p. 3). While the policy has made a discursive shift towards a political and 

humanitarian portrayal of internationalisation, the issue of market placement and 

competition in a global knowledge market is clearly the main priority. Additionally, 

the hegemony of English as the language of internationalisation is implicit 

(Liddicoat, 2003). Indeed, in provision of education programs for ESL/EFL teachers, 

the English language is a commodity to be traded. In the political focus reported 

above, Western principles of democracy are invested into the earlier definitions of 

internationalisation. These can be seen as reflecting discursive trends in the West 

which espouse democratisation as an instrument of peace. 

 

As noted earlier, the study reported here is contextualised by a market 

orientation to internationalisation. This orientation is reflected in the 

commodification of post-secondary education and in the increase in competition for 

overseas student enrolments (Welch and Denman, 1997, p. 21). Thus, “influenced by 
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the fact that their financial security is increasingly influenced by tuition fees, 

institutional efforts to promote specialised educational packages and entice incoming 

students have become expensive, and at times risky ventures” (p. 21). In the light of 

the definitions of internationalisation and its historical background in Australia, 

provision of education programs to overseas teachers is open to both the risks and 

benefits of the market-driven paradigm. 

 

Provision of INSET for ESL/EFL Teachers 

The provision of immersion INSET for teachers of English is one instance of 

educational institutions internationalising their education markets. This review 

investigates models of provision. Together with conclusions from the study, these 

characteristics are drawn together into a rethinking of INSET design in Chapter 7. 

 

Definitions and Characteristics of Immersion INSET 

Bolam (1986) defined INSET as: 

education and training activities engaged in by ...teachers and principles [sic], 

following their initial professional certification, and intended primarily or 

exclusively to improve their professional knowledge, skills and attitudes in order 

that they can educate children...and learners of other ages... more effectively (p. 

18). 

 

For teachers of English with a Chinese first language (L1), this target 

professional knowledge is often interpreted in terms of two components. These are 

English language proficiency and/or teaching methodology (Bridges, 2003). Recent 

personal experience (from 1998 to 2002) of INSET in Hong Kong and Australia 
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showed them to be strongly divided between language skilling on the one side and 

pedagogical innovations on the other.  

 

Roberts (1998) applied Bolam’s (1986) definition and identified three types 

of INSET “off site course, coaching, and curriculum development projects” (p. 91). 

The study reported here was ‘off-site’ in that teachers from Hong Kong travelled to 

Australia to undertake the program. Terms denoting the locality of INSET delivery 

vary. For example, Harbon (2003) used “in-country”, and Bodycott and Crew 

(2001b) described the phenomenon as “immersion”. Roberts’ (1998) descriptor, “off-

site”, is used in current educational discourse for any professional development 

delivered away from a teacher’s base of operation. It does not convey the broader 

reality of international travel for the learners. As discussed in Chapter 1, the term 

‘immersion’ was chosen as the most appropriate for the context of this study. 

 

The current state of provision of teacher in-service education for overseas 

ESL/EFL teachers further situates the study’s INSET. Delivery is in Western 

countries and is characterised by short-term programs of 4 to 6 weeks offered in 

immersion mode at accredited English Language Intensive Courses for Overseas 

Students (ELICOS) institutions, many attached to universities. Some programs are 

delivered in the teachers’ home countries and are conducted by teaching staff from 

the providing institution. The INSET programs are delivered to teachers of English 

who undertake subsidised professional development. In Australian INSET, 

participants are predominantly from South East Asian countries. Generally, they 

undertake the program in their school holidays, especially in the summer vacation 
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period. As noted above, the drive for the Australian provision of INSET is a response 

to the ‘trade’ aspect of internationalisation. 

 

Research on linguistic outcomes of overseas study generally supports the 

hypothesis that second language proficiency is enhanced (Coleman, 1998; Crew, 

1994). Bodycott & Crew (2001a) found that while short–term immersion programs 

recently have been valued as a “means of developing not only language competence 

but cultural understanding”, there had been limited research in the area (p. 3). In an 

analysis of study abroad programs for foreign language students, Freed (1995) found 

that the benefit derived from an overseas experience depended on the type of contact 

students had during their overseas stay and their language level, noting that lower 

ability students gained more from the experience than advanced learners.  

 

Clyne and Rizvi (1998) noted that Australian undergraduate students who had 

spent at least one semester overseas in a credit-bearing exchange program perceived 

a number of changes which resulted from their study abroad experience. These 

included: increased self-confidence and maturity, greater self-awareness and self-

knowledge, increased cultural sensitivity and an appreciation and understanding of 

other cultures, and greater appreciation of the value of family and friends at home. 

Studies on shorter programs remain sparse (Murdoch & Adamson, 2001) but support 

Clyne and Rizvi’s findings regarding increased intercultural sensitivity.  

 

Statistically, there are problems in describing enrolment in short-term, 

immersion INSET in Australia. First, such INSET programs are not considered to be 

official academic programs under the university accreditation system and as such 
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statistics are not available. Some INSET providers offer credit towards a TESOL 

certificate but the majority of INSET for teachers offers only a locally-developed 

certificate of participation/attendance. The second problem in reporting is that 

students entering the country for such short-term programs do so on tourist visas or, 

in the case of China, business visitor visas therefore compounding the problem of 

tracking. However, the less-regulated nature of INSET delivery affords some 

opportunities. INSET design can be tailor-made to respond to client needs and can 

offer greater flexibility than credit-bearing courses. Providers generally have the 

advantage of being able to revise the curriculum in-situ within prescribed assessment 

approaches.  

 

In addition to the paucity of data on national enrolments, literature related to 

the current study was lacking in terms of studies of a similar locality (Australia) and 

delivery (short-term immersion). There was little research on Australian INSET 

provision for overseas language teachers. Bodycott and Crew’s (2001b) edited 

volume presented three studies of short-term, immersion programs in Australia. 

However, these studies related to pre-service rather than in-service teacher education 

(Chaseling, 2001; McKay, Bowyer, & Kerr, 2001; Murdoch & Adamson, 2001). 

Literature on delivery is sparse in relation to: (a) policy references to INSET 

provision; b) models of INSET design; and (c) research on the implementation of 

immersion INSET for in-service English language teachers.  

 

While extensive literature exists on methods for language teacher education 

(Brown, 2000; Celce-Murcia, Larsen-Freeman, & Williams, 1999; Freeman & 

Freeman, 1998; Larsen-Freeman, 2000; Nunan, 1989a, 1989b, 1991; Richards, 1998; 
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Richards & Nunan, 1992), its major focus in on pre-service teacher education. Its 

counterpart for in-service ESL/EFL teacher education is smaller and more focussed. 

The latter has concentrated mainly on such issues as materials design at program 

delivery level (Doff, 1988; Gebhard, 1996; Tanner & Green, 1998; Ur, 1996) and the 

role of reflectivity in ESL/EFL teacher training (Bailey, 1997; Bailey, Curtis, & 

Nunan, 1998; Cosh, 1999; Farrell, 1999; Richards & Ho, 1998; Woodfield & 

Lazarus, 1998).  However, as stated previously, literature regarding the local context 

of Australian INSET for overseas teachers is sparse, particularly in relation to short-

term programs.  

 

The value of the study reported here, lies in its focus on a short-term, 

immersion INSET. Bodycott and Crew’s (2001b) edited volume is significant in 

providing its warrant. Of particular significance is their observation that:  

 …whilst long-term immersion programmes or residence abroad 

programmes have enjoyed some attention…there is a dearth of research into the 

nature and effects of short term programmes. Much needs to be done. (p. 2) 

 

Bodycott and Crew (2001a) defined “short-term” as programs of 4 to 10 

weeks’ duration. The papers presented in their collection investigated programs 

commissioned by the Hong Kong Institute of Education (HKIED). These have 

become part of their pre-service and in-service language teacher preparation degrees 

and certificates. They are short-term, English-language immersion programs. 

Countries of delivery have included the United Kingdom, Canada, the United States 

of America and Australia. Bodycott and Crew (2001a) summarised the key goals of 

these programs as: 
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1. Improving oral communication skills both through classroom lessons, 

e.g. structured language lessons, drama, poetry, literature etc. and 

through activities in the field, e.g. mini-action research type activities; 

2. Developing a more sophisticated understanding of second language 

acquisition and learning; 

3. Reflecting explicitly on the similarities and differences in educational 

contexts; 

4. Reflecting on what it means and takes to live away from home in a 

significantly different cultural environment; 

5. Developing social, academic and professional relationships with native-

English speakers; and 

6. Being exposed in small groups, wherever possible, to other teaching 

experiences in local primary and/ or secondary schools. (pp. 2-3) 

 

The HKIED programs are similar to the current study in that they were part 

of a tender-driven process which allowed for a degree of local interpretation by host 

institutions. In summarising the value of the short-term immersion as a learning 

experience, Crew & Bodycott (2001) took a wider, sociolinguistic perspective listing 

benefits as “language and cultural awareness, attitudes and knowledge” (p. 148).  

 

The goals and benefits listed are sympathetic to the delivery of the specific 

INSET reported here. However, while the HKIED immersion programs were credit-

bearing courses towards degrees or certificates, the INSET case was part of a 

language proficiency assessment and accreditation process. Therefore, the program 

design and delivery of this INSET were driven by a very different curriculum i.e. the 
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Language Proficiency Assessment  for Teachers (English Language) (LPATE) ii 

syllabus (Government of the Hong Kong Special Administrative Region (HKSAR), 

2000). Teachers had enrolled in this immersion INSET for language proficiency 

training and to undertake the LPATE assessment. As detailed in the next section of 

this chapter, the nature of the LPATE syllabus and assessment created a highly 

specific context for the study. Delivery of an INSET in this context was not reported 

in Bodycott and Crew’s (2001b) work. 

 

Roberts’(1998) work on INSET design and focus proved to be highly relevant 

to this study despite the different local contexts of the case studies (Australia, Basque 

Country [sic], Israel, Latvia). While one Australian case was featured, the INSET 

was for local teachers undertaking professional development for a centralised 

curriculum in Adult Migrant Education (pp. 257-258). Unique aspects of the LPATE 

as an example of INSET were not evident in Roberts’ case studies. These included 

the nationalities of participants and the specific assessment requirements. 

Nonetheless, Roberts’ (1998) studies report INSET design generally. 

 

INSET Design 

Roberts (1998) discussed language teacher INSET in terms of the following 

program design principles: 

1. Teachers possess important and practical knowledge; 

2. Teacher learning is adaptive and heuristic in that it departs from 

assumptions based on past experiences and proceeds by trial and error; 

3. Teacher learning is long-term and non-linear i.e. it is evolutionary and 

accretive and may pass through phases of calm and turbulence; it is not a 
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simple matter of progressively 'bolting on' new information and 

practices; 

4. Professional learning should be tied to school-based curriculum 

development i.e. teachers learn through experience and participation in 

curriculum development, not from abstract principles alone;  

5. Professional learning is critically influenced by organisational factors in 

the school (school climate, opportunities for contact and exchange of 

ideas with peers) which are affected by school leadership and wider 

policy. (p. 89) 

Two issues were of particular relevance for this study. The first is that long-term 

teacher learning should be incorporated in a short-term program. Sustainability of the 

effects of the INSET is an issue that has not been investigated to date.  

 

The second issue is that content is linked to curricula and educational 

contexts of the schools in which participants are to teach. Roberts’ (1998) case 

studies stressed the importance of “adequate timescales, relevant and practical 

training inputs and school- and classroom-focused work supported by dialogue with 

peers and process leaders” (p. 89). His criticisms of ineffective INSET included: 

limited take-up of training; confusion and poor recall of intervention; superficial 

labelling of old practices with new names; 'appropriation': the reinterpretation of 

new concepts in terms of the current system of ideas; abandonment of new 

strategies when they do not work. (p. 90) 

 

Intensive, off-site programs such as the current Australian model can offer 

much in initial delivery and short-term input but the issue of follow-up is critical 
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when considering enduring learning. Shulman (1996) modified and adapted Bruner’s 

(1994) four key conditions for effective, substantive and enduring learning and 

expressed them as: 

1. activity/ agency; 

2. reflection/ meta-cognition;  

3. collaboration; and,  

4. formation of a supporting community or sustaining culture. (Shulman, 

1996, pp. 210-211)  

The LPATE and the INSET that it generated provided an impetus for the explicit 

inclusion of these principles. In the study reported here, teachers’ and provider’s 

accounts gave some evidence that the first three principles were present, if not 

capitalised. They also provided strong suggestion for greater development of the 

fourth (see Chapters 4 to 6). These issues are addressed and explicated in Chapter 7. 

 

Wallace (1991) researched the nature of ESL teacher in-service program 

design and implementation. His purpose was “to put various activities and inputs 

within the framework of a coherent approach to foreign language teacher 

education (original emphasis)” (p. 1). His concern was that: 

All too often foreign language teacher education is a series of 'bright ideas' and / 

or isolated individual initiatives, so that the resulting learning experience for the 

trainees can be fragmented and even, in the broadest sense, incoherent. (p. 1) 

 

His observation of fragmented delivery driven by educational trends is a 

criterion that in-service providers need to accommodate. Wallace (1991) had applied 

Taba’s (1962) rational-linear approach as the basis for his critique. The approach has 
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four steps. First, is a ‘diagnosis of needs’. Second, ‘objectives’ are set in relation to 

those needs. Third, ‘content’ and ‘learning experiences’ are selected and organised. 

Finally, the outcome performances and pedagogy are evaluated.  

 

The structure is relevant to INSET in general and is, arguably, the dominant 

model currently used in Australia. In their current form, Australian INSET programs 

are guided by the following approach. Overseas teachers undergo various forms of 

diagnostic language testing on the first days of a program. Classes are allocated 

according to levels of proficiency, within pragmatic constraints of numbers of 

students. The enacted curriculum then follows the Taba model with the evaluation 

step varying in intensity depending upon client demands. The LPATE differed in that 

the curriculum and the assessment are strongly regulated by the Education and 

Manpower Bureau (EMB) of the Hong Kong government (Government of the Hong 

Kong Special Administrative Region (HKSAR), 2000). 

 

In reviewing models of professional education, Marsh and Willis (1999) 

agreed with Wallace (1991) that there had been a movement away from 

scientific/technical to more humanistic/critical approaches. Within the latter, the 

reflective model has grown in its application. In elaborating on the reflective model, 

Wallace (1991) drew from Schön (1983; 1987) to guide his own distinctions between 

'received knowledge' whereby a trainee receives rather than experiences and accepts 

without proof, and, 'experiential knowledge' through which the trainee turns thought 

back on action (p.17). He felt that the latter was more relevant in that it “relates to the 

professional's ongoing professional experience” (p.17). Wallace then advocated that 
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a structured program in ESL teacher education should include both received and 

experiential knowledge within a 'reflective cycle' as shown in Figure 1.  

 

Figure 1. “Reflective Cycle of Language Teacher Education” (Wallace, 

1991) 

          

This particular framework recognises a learner's prior knowledge. This is 

especially important in in-service training where participants have extensive prior 

knowledge and established patterns of learning. Second, the framework delineates 

knowledge as received and experiential. This is relevant to the pedagogy of 

instruction because received knowledge typically follows a transmission approach 

while experiential learning often follows a social constructivist approach. Third, it 

includes a recursive reflection/ practice cycle that encourages experimentation as 

learners progress through instruction. This should facilitate their deeper 

understanding as they acquire knowledge. Fourth, it provides a clear articulation of 

the desired output of the program. Wallace’s (1991) model is reflected in Roberts’ 

(1998) principles of program design, notably in relation to the power of participants’ 

knowledge as part of INSET training. 
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Wallace (1991) asserted that “the approach to teaching being put over by the 

institution ought somehow to be experienced as a reality by the trainees” (p. 19). 

This is explored in the current study where participants’ perceptions of various 

domains of learning are investigated.  

 

Wallace (1991) advised further that providers must avoid the ‘trap’ of 

creating ‘a bag of tricks’ that has no strong theoretical underpinning.  Short and 

Grove (1994) supported Wallace’s views. They asserted that when designing a 

syllabus for teacher in-servicing, one needs a strong sense of curriculum knowledge.  

 

Roberts (1998) recognised these issues, too, in his strong criticism of INSET 

when held in isolation. He believed such applications lacked efficacy:  

An LTE curriculum is part of a network of interacting systems; the learner, the 

teacher, the classroom, the school, the local community, and national 

education.... LTE providers need to recognise the impact of other systems on 

teachers and on their own design decisions. (p.102) 

 

He concluded from his case studies that there was “a general insight that 

INSET and teacher development should be perceived as a concerted, long-term 

process, not as a series of discrete events” (p. 97). In addition, he determined that the 

process of the INSET was of similar if not greater significance than the content. 

Specifically, he asserted that “process determines the degree of teacher participation, 

perceived relevance and integration of INSET with teachers’ concerns” (p. 97).  
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Language Education and Proficiency in Hong Kong  

The literature and policies reviewed in this section provide insight about the 

home country context for participation by those undertaking the immersion INSET 

reported here. Critical examination of this context is warranted in two ways. First, 

the study has an underlying premise that the learners’ backgrounds are significant in 

shaping their learning experiences and the accounts they give of it. Second, the Hong 

Kong government’s policies on language provide an explanatory base for 

characteristics of the INSET investigated through stakeholders’ accounts.  

 

The 1997 ‘handover’ whereby Hong Kong was returned from colonial 

sovereignty to the status of a special administrative region of The People’s Republic 

of China was a monumental change to Hong Kong’s governance. It affected all 

facets of Hong Kong’s political and social fabric (Bray & Koo, 2004; Tsui, 2004). 

China's institution of the ‘one country - two systems policy’ gave Hong Kong special 

status as a Special Administrative Region (SAR) led by a Chief Executive. This 

establishment of greater autonomy under the umbrella of China was an important 

step in stabilising Hong Kong's political and economic status. Sociocultural issues 

such as a renewed sense of nationalism were evident. Linguistically, a territorial 

policy of trilingualism (Cantonese, Mandarin, English) and biliteracy (Chinese and 

English) was established (B. Cooke, 2000; Tsui, 2004). 

 

One contentious issue in post-1997 Hong Kong was first language or ‘mother 

tongue’ education. The argument was that the majority of schools should use Chinese 

as the medium of instruction (CMI) in contrast to the pre-handover dominance of 

English as the medium of instruction (EMI) (Johnson, 1997; A. Mok, 1999; 
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Pennington, Lee, & Lau, 1996; Tsui, 2004). In 1998, the Hong Kong Education 

Department (HKED) decreed that the majority of schools would use CMI. Schools 

currently using EMI had to apply for permission to retain English as the medium of 

instruction. One hundred schools were given permission to do so. Three hundred 

were compelled to adopt CMI (A. Mok, 1999). 

 

General perceptions at the time reflected the belief that EMI graduates would 

have better career prospects (A. Mok, 1999). The resultant backlash from interest 

groups to the CMI decision was strong. Parents, universities and business groups 

argued that Hong Kong's economic future rested on its English language proficiency. 

Repercussions were felt by many sectors of society. As the institutional arm of this 

new government imperative, it became the responsibility of the Hong Kong 

Education Department (HKED) - now the Education and Manpower Bureau (EMB) - 

to institute and support this revision of the policy from EMI to CMI or ‘mother 

tongue’ education. With concerns high in response to this policy change, teacher 

education became a major focus of public debate (Kwok, 1998; Wong, 2000). This 

was manifested in calls for greater accountability from the education sector in terms 

of language provision, learning support, and language teacher proficiency levels, 

both in Mandarin and in English. 

 

It is important to embed the new policy regarding language teacher 

proficiency in Hong Kong’s wider educational context. Tong (1997) situated the 

dominant aspects of Hong Kong’s education historically in relation to traditional 

Chinese education:  
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I can say that the influence of Confucius's thinking in educational aspects such 

as the important role of textbooks, rote learning, examination - orientation, and 

students' submissive role in the classrooms could still be found among many 

Chinese students. (p. 75) 

 

At the time of political change, Tang and Absalom (1998) concurred with the 

view that a Confucian emphasis on curriculum, assessment and social roles still 

dominated. They asserted that “tests and examinations are an important part of EFL 

teaching” (p. 122) in China and, by extension, Hong Kong. Similarly, Pennington 

(1996) reinforced the traditionalist view of the Hong Kong educational context by 

defining Asian “social values as having to do with hierarchy, collectivism, and 

reverence for tradition” with Hong Kong's exam oriented education system 

promoting “a uniform, direct approach to teaching and learning” (p. 108).  

 

Pennington (1996) maintained that this system with its strong focus upon 

selection (i.e. entrance into higher education and good careers) “discourages 

innovation as taking time away from exam preparation” (p. 108). She posited that 

“teachers in this type of culture may feel more bound by the constraints of their 

teaching context and so less able to innovate than teachers in more individualistic 

societies” (p. 110). Kellen’s (2002) investigation of Asian and Western traditional 

philosophies and their influences on modern language teaching in China supported 

this view. He argued that the binary between Confucian and Platonic thought and the 

differing demands of each in the language classroom added to the tensions of 

language teachers in China. 

 

 34



 
In terms of Hong Kong teachers’ perceptions of their careers, high levels of 

stress have been well documented within a framework of rapidly changing 

curriculum models and organisational change (Ho, Leung, & Fung, 2003; Y. F. Mok 

& Kwong, 1999; Pennington, 1996). Teacher stress is an important factor in 

considering these local forces of change. Siu (1995) noted that in a study of 300 

countries, Hong Kong had been ranked as the most stressful workplace in general. 

This review found that stress factors in Hong Kong were similar to those reported by 

teachers in Western countries i.e. ‘students’ misbehaviour, and teaching and non-

teaching overload’ (p. 114). Siu established areas of stress resulting from the 

publication of 1974 White Paper and the ensuing policy changes in secondary 

education in Hong Kong. Siu posited that the policy shift from an elitist to egalitarian 

model of free educational delivery in Hong Kong had led to specific areas of stress 

for secondary teachers. Siu made a causal link between three identified sources of 

teacher stress and student behavioural problems. These were (a) the medium of 

instruction, (b) the common-core curriculum, and (c) the allocation of Form Oneiii 

places (p. 114). Although writing prior to the 1997 handover and the ruling on 

medium of instruction, Siu recognised the tension surrounding these issues as well as 

the direct influence of policy changes on levels of teacher stress. 

 

A study by Pennington (1996) found that teachers in Hong Kong suffered 

from high levels of stress as well as low levels of work satisfaction and attributed 

these to workplace constraints. These constraints included: 

- Low levels of responsibility and autonomy 

- Little control over or input to strategic decisions 

- No incentives or opportunities to collaborate with colleagues 
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- Few opportunities for promotion or professional growth 

- Limited administrative or societal recognition 

- Poor physical and material resources 

- Heavy and diverse workloads. (p. 114) 

 

My personal, on-site experience of Secondary English teaching in Hong 

Kong from 1998 to 2001 was consistent with Siu (1995) and Pennington’s (1996) 

assertions regarding teacher stress. In discussions with local colleagues, I found that 

English teachers in Hong Kong felt overburdened not only by their excessive 

marking load and class sizes typically over 40 students, but also by the pressure of 

preparing students for the external examination system. Pennington’s research 

concluded that these workplace constraints generally inhibited a positive climate for 

innovation. However, in my recent experience at a Chinese medium of instruction 

(CMI) secondary school in Hong Kong, I found myself and other teachers under 

great pressure to innovate. As a result of institutional pressure to do so, my 

colleagues and I underwent both formal and informal in-service activities in:  

1. Information technology (IT) certification; 

2. English syllabus revision; 

3. Task-based learning initiatives; and 

4. Peer observations of classroom teaching (previously only done as 

yearly performance assessments by the principal and head of 

department).  
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My colleagues and I also initiated curriculum innovations through a successful grant 

application for a community, task-based project as an extension activity for first- 

year students.  

 

Such in-service activities and curriculum innovations contrast the status quo 

of the 1990's regarding innovation as Pennington reported it. While agreeing with 

perceptions in the literature regarding the dominance of the traditionalist model, my 

experiences in Hong Kong from 1998 to 2001 evidenced a move away from this 

tradition-bound perception towards a more innovative pedagogy. 

 

The language policy reform initiatives outlined earlier in this section may be 

interpreted as a response to imperatives for innovation and for language proficiency 

upgrading. Embedded within the sociocultural context of the INSET under 

investigation in this study is the systematic response in Hong Kong to these 

perceived needs. 

 

This response was to institute a test-driven imperative for teachers to improve 

their own proficiencies in both languages. The government of the SAR designed a 

series of examinations under the syllabus specifications entitled, Hong Kong 

Language Proficiency Assessment for Teachers (English Language) (LPATE) 

(Government of the Hong Kong Special Administrative Region (HKSAR), 2000). A 

publication of syllabus specifications was devised also for teachers of Mandarin. 

This response is consistent with Tang and Absalom’s (1998) appraisal that testing is 

a dominant issue in education in China. These publications of syllabus specifications 
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in Hong Kong had the premise that teachers’ own language would be enhanced and 

assessed at a standard deemed to be appropriate by the government.  

 

However, the publications drew heated reaction from practising teachers. 

Their objections led to a highly public process of political lobbying from the 

Professional Teachers' Union (PTU), which staged mass rallies and protests in the 

streets of Hong Kong in 2000. Teachers reacted to the “gatekeeping function” 

Pennington (1996) had identified in Hong Kong society's perception of education 

where successful results “open the gate” to financial and social success (p.107). This 

characterisation became applicable to the teaching of English and Mandarin in Hong 

Kong’s primary and secondary schools.  

 

Teachers were given until the end of the 2005/06 school year to meet the 

Language Proficiency Requirement and to demonstrate they had reached the standard 

either through successfully undertaking the LPATE assessment or through upgrading 

qualifications. Once successful, they would be allowed to keep their positions. Those 

who attained high scores would be able to apply for promotional positions - 'gates' 

could be opened or closed on language teaching careers. 

 

The Hong Kong Language Proficiency Requirement (LPR) 

Teacher education and accreditation has come under close scrutiny in Hong 

Kong with concerns regarding the level of professional qualifications and language 

competence of many serving teachers, many of whom had no formal teaching 

degrees (Education Commission, 1999a, 1999b; Lo, 1999). One response to these 

concerns was the instigation of the Language Proficiency Requirement for Teachers 
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(LPR) policy(Standing Committee on Language and Education Research, 2003). 

This policy requires: 

that English and Putonghua (Mandarin) teachers who joined the profession 

before the 2001/02 school year meet the LPR through exemption, training, the 

Language Proficiency Assessment for Teachers (LPAT), or a combination of 

these means by the end of the 2005/06 school year; those who join the 

profession in the 2004/05 school year onwards should meet the LPR through 

exemption and/or the LPAT before taking up their teaching duties and should 

pass the Classroom Language Assessment within one year thereafter. (p. 50) 

 

The LPR has been significant to the provision of language teacher education. 

This policy originated in the work of the Education Commission’s Working Group 

on Language Proficiency (Education Commission, 1994). The Working Group’s 

report made four key recommendations that set the agenda for language proficiency 

standards for pre-service and in-service teacher education: 

G1 We RECOMMEND that minimum language proficiency standards should be 

specified, which those completing initial courses of professional training would 

be expected to meet. The standards should be designed to ensure that the trainee 

can teach competently through the chosen medium of instruction. 

G2 We RECOMMEND that a framework of accredited in-service development 

courses for language teachers be put in place as quickly as possible, together 

with a system of language teacher certification attracting some career benefit. 

G3 We RECOMMEND that newly appointed language teachers who have not 

received training to teach that language should have early opportunities for ‘first 

aid’ advice and training. 
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G4 We RECOMMEND that the local tertiary institutions provide postgraduate 

opportunities for research and professional development in the area of Chinese 

Language teaching (p. 60). 

 

  These recommendations established a focus on proficiency standards, 

accreditation and training for pre-service and in-service language teachers. In 

October 1996, The Standing Committee on Language Education and Research 

(SCOLAR) was established. In 2001, SCOLAR began a review of language 

education in Hong Kong. The outcome of this was the consultation document entitled 

Action Plan to Raise Language Standards in Hong Kong (Standing Committee on 

Language and Education Research, 2003). This document was presented at 

policymaking levels including the Legislative Council Panel on Education, the 

Education Commission, and the Curriculum Development Council as well as to other 

stakeholders in language education from universities to schools to parents. Major 

aims were: 

1. To introduce concrete, concerted and well-targeted measures to raise the 

language standards of the population to match the ever-increasing 

demand for students and workers with good language skills; 

2. Specifying a clear and realistic set of expected language competencies to 

reflect the current and future needs of our society; 

3. Creating a more motivating language learning environment for our 

students and workforce. (p. 5) 

 

A second, more general response to the issue of teacher training was the 

establishment of the Advisory Committee on Teacher Education and Qualifications 
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(ACETQ) in 2002. The Teacher Competencies Framework and Continuing 

Professional Development of Teachers (Advisory Committee on Teacher Education 

and Qualifications, 2003) detailed both pre-service and in-service competencies for 

teachers from all sectors and in all curriculum areas. Exemptions from the LPR had 

been established for teachers who already had appropriate qualifications. For 

language teachers not exempted, any courses undertaken to pass the LPR would be 

credited to their required continuing professional development (CDP) quota of 150 

hours over a three-year cycle.   

 

LPAT is a particular manifestation of the INSET phenomenon as defined and 

characterised in the previous section. The LPATE syllabus specifications established 

a set of requirements (Government of the Hong Kong Special Administrative Region 

(HKSAR), 2000). Three options were available to those not exempted. The first 

option was that teachers undertake professional training and assessment through 

INSET offered by a number of accredited providers in Hong Kong, Australia and 

New Zealand. The second was that teachers opt for assessment without first 

undertaking additional language training. Responsibility for this assessment was with 

two authorities. Four language proficiency papers were to be administered by the 

Hong Kong Examinations Authority (HKEA) and two Classroom Language 

Assessments (CLA) were to be administered by the Hong Kong Education 

Department (HKED) with the aim of 'benchmarking' English skills (Coniam & 

Falvey, 1999, 2002, 2003). The assessment scale ranges from 1 to 5 with a score of 5 

reflecting near-native speaker ability. The third option was that teachers combine the 

two.  
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The central purpose of the LPAT is evaluation and the benchmarking of 

language standards. Any curriculum designed to help teachers reach these standards 

is part of a rigorous accreditation and quality assurance process used by the 

Education and Manpower Bureau (EMB)iv. Tasks and assessment instruments are 

highly prescriptive. Currently, seven Hong Kong institutions, including the Hong 

Kong branch of the British Council, are accredited for onshore provision with two 

Australian universities and one New Zealand University being the only accredited 

offshore providers for the English language assessment (LPATE) (Director of 

Education, 2001). The LPATE requirement underpins a highly specific instance of 

INSET provision that constitutes the case study reported here. 

 

There is little literature regarding the LPAT as an example of INSET 

provision. This is due to two key factors. These are (a) the recency of the 

phenomenon, and (b) the highly competitive nature of the market. The Hong Kong 

LPAT was designed in 1999 with the first delivery occurring in 2001 and so little 

research on the phenomenon has been published with the exception of recent 

publications from this study (Bridges, 2003, 2004a, 2004b). In such a competitive 

market, curriculum designs and materials are guarded as ‘commercial-in-

confidence’; access for research is limited; and academic collaborations are virtually 

non-existent.  

 

The LPATE drives the specific context of the study in terms of its 

participants (serving teachers of English in Hong Kong primary and secondary 

schools), its syllabus and its assessment constraints. The aim of the study is to map 

stakeholders’ perceptions of learning and of the program’s provision. It is important, 
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therefore, to understand the context of INSET and its effects upon its learners. When 

considering the effects of ‘immersion’ it is also necessary to consider the 

intercultural context of the program. 

 

Intercultural Communication and Culture Learning  

This section of the review responds to the intercultural context of immersion 

INSET. It is a synoptic view of literature in intercultural communication and 

intercultural language teaching.  

 

Intercultural Communication 

Intercultural communication emerged as an applied field of study in the 

1950s as part of America’s need to train “international sojourners” post-WWII “to 

function quickly and effectively in other cultures” (S. Smith, Paige, & Steglitz, 2003, 

p. 90). Such international sojourners included government officials, career diplomats, 

missionaries, development assistance specialists, travellers, consultants, business 

professionals, and later Peace Corps volunteers (Damen, 2003; S. Smith et al., 2003). 

Damen (2003) noted that as an academic field, intercultural communication 

borrowed heavily from related social sciences such as anthropology, sociology, 

sociolinguistics, and communication theory with the aim of “defining and analyzing 

the cross-cultural experience and general nature of the concepts of communication, 

culture, and perception” (p. 77). The original focus was twofold as “the development 

of cross-cultural awareness of cultural differences and the fostering of effective 

intercultural sensitivity and behaviour as a means of dealing with these differences” 

(p. 76). Smith, Paige and Steglitz (2003) saw this field as growing separately from 

linguistics and foreign language teaching. They noted that the “central objective of 
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the intercultural trainer” was the in-depth exploration of “culture learning and 

adjustment, the forming of intercultural relationships, the role of affect and emotion 

in intercultural contact and general intercultural phenomena” (p. 90). 

 

Within the cross-cultural management paradigm, the approach to sojourner 

adjustment and cross-cultural management is for trainers to “help people from 

diverse cultures work together effectively” (Tjosvold & Leung, 2003, p. 2). The 

theoretical foundations for this approach are grounded in Hofstede’s (1983) work on 

dimensions of cultural variability. From this perspective, the foreigner visiting the 

host language culture for an intensive period is positioned as experiencing patterns of 

behaviour associated with social adjustment. In this paradigm, terms such as 

‘acculturation process’ and ‘culture shock’ dominate. The sojourner’s experience is 

described in diagnostic stages as part of the foreign cultural experience. My own 

experience of immersion ESL teaching and counselling in Australian secondary 

schools and universities is consistent with this assessment.  

 

The cross-cultural management paradigm has led to development of various 

intercultural training packages for international business management. Such tools, 

lists and kits have proven invaluable to the international business or foreign affairs 

sojourner. However, such an approach has limitations.  

 

Scollon and Scollon (2001) distinguished cross-cultural and intercultural 

communication in training people in a range of business roles to be more functional 

and effective in their ‘professional communication’. Much of their work was in East 

Asia. Whereas they argued cross-cultural communication is “abstract or 
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independently conceived differences between members of different groups”, they 

interpreted intercultural communication as emphasising “people in social interaction 

with each other” (p. 13). As most of their trainees were from workplaces where 

clients and contacts were from diverse cultural and language backgrounds, the 

programming they devised suited “members of different groups [who] are directly 

engaged with each other” (p.13). Their approach reflects an intercultural perspective 

where a “discourse system” underpinned language teaching and intercultural 

education. Social interaction and personal identity are central to their philosophy.   

 

Interculturalists such as Lo Bianco, Liddicoat, & Crozet (1999) labelled the 

cross-cultural management paradigm as the ‘culture as practices’ approach. Their 

main criticisms were that:  

1. “it leaves the learner primarily in his/her own cultural paradigm, 

observing and interpreting the words and actions of an interlocutor from 

another cultural paradigm, 

2. it is divorced from language learning with the values and practices taught 

being separated from the linguistic environment in which they are 

embedded, and  

3. culture is portrayed as ‘relatively static and homogeneous.” (p. 9) 

These criticisms are salient to language immersion programs and the associated 

cultural immersion experienced by participants. Longer-term programs have 

attempted to redress them by taking a sociolinguistic approach to intercultural 

awareness (Carr, 2003). Almond’s (2001) short-term, immersion programs are an 

exception. His programs delivered in the United Kingdom utilised drama to develop 

participants’ language and to heighten their intercultural awareness. 
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In defining culture from an interculturalist perspective, Bennett, Bennett and 

Allen (2003) divided the construct into ‘objective’ and ‘subjective’ culture. They 

characterised the former by 'cultural creations' in the form of institutions and 

artefacts as well as “institutionalised patterns of behaviour such as eating, shopping, 

artefacts and clothing” (pp. 242-244). Subjective culture was characterised by “the 

invisible, less tangible aspects of culture” with a focus on “the world view 

maintained by members of a society” with 'world view' defined as “cultural values, 

beliefs, assumptions, or style” (p. 243). Their interculturalist interpretation of 

subjective culture has its origins in Edward T Halls' The Silent Language (1959) with 

(Bennett et al., 2003) defining its elements as:  

language use (the social contexting of language), nonverbal behaviour (as it 

generates context for language and as stand-alone signs), communication style 

(patterns of rhetoric or discourse), cognitive style (preferred forms of logic, 

information-gathering etc.) and other cultural values (assignment of goodness 

for certain ways of being, such as individualism or collectivism). (pp. 243 - 244) 

 

Bennett et al. (2003) interpreted intercultural competence as “the ability to 

relate effectively and appropriately in a variety of cultural contexts” (p. 244). This 

differentiated culture-specific and culture-general approaches. The former aims to 

achieve competence in a target culture (C2) i.e. “to gain mastery of the world view 

and behaviour specific to a particular culture” (p. 244). This parallels second 

language (L2) acquisition. Competence in both is characterised by sufficient 

internalisation of the target language or culture. The culture-general approach to 

intercultural competence focuses on 'universal categories' or “general distinctions 
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about cultural difference that can be used to make cross-cultural comparisons” (pp. 

244-245).  

 

To date the focus in Australian INSET has been on objective culture with a 

culture-general approach. Objective culture is taught in the form of culture learning 

events such as boomerang throwing, sheep shearing, bush dancing and the Aussie 

BBQ. The culture-general approach in these INSET is characterized by “acquiring 

skills in basic cultural adaptation processes and dealing with the identity issues that 

attend to intercultural contact and mobility” (Bennett et al., 2003, p. 245). In 

Australian INSET, these issues are often based upon 'sojourner adjustment' theories 

with cultural adaptation being a key focus in homestay issues or school visits. 

Roberts’ (1998) review of the status quo of English language teacher education 

(LTE) noted that:  

LTE is very often characterised by its cross-cultural context, with resulting 

perception gaps between providers and teachers (most clearly where providers 

are L2 mother tongue specialists and teachers have another first language). This 

has led to cases of INSET which have failed to take teachers' personal theories 

and classroom culture into account, and so have not attained the sociality 

necessary for effective communication. (p. 90) 

 

This call to include teachers’ cultural constructs within classroom practice is 

pertinent to analysis of case study data. Investigating these “perception gaps” and 

developing programs with an intercultural focus might increase relevance for both 

teachers and learners.  
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Intercultural Language Teaching 

Lo Bianco et al. (1999) proposed a model of ‘intercultural language teaching’ 

which is relevant to a rethinking of INSET design. While the focus of their work was 

mainly on foreign language teaching, the applicability to English language teaching 

was also recognised. Their aim was “the development of intercultural competence 

through the learning of foreign languages and by extension through the learning of 

how language and culture connect in one's first and target language” (p. 11). They 

argued that this would facilitate the learning of “worldviews” and how they “come 

into being” (p. 11).  

 

Lo Bianco et al. (1999) also criticised the study abroad model. They argued 

that “culture as embedded in language use is not acquired by osmosis (study abroad)” 

(p. 12). INSET working with the assumption of culture learning through ‘osmosis’ in 

the form of immersion may lose a valuable opportunity for teaching, learning and 

effective communication. Crew and Bodycott’s (2001) recommendations regarding 

intercultural communication and interaction on INSET support such a view. They 

recommended that short-term, immersion programs: 

maximise all forms of interaction with the host community and culture 

(including homestay), acknowledge and utilise cultural difference constructively 

in programme design and delivery, provide comprehensive preparation for 

participants, involving all stakeholders and emphasising the critical importance 

of communication strategies to the success of these programs. (p. 149) 

Maximisation of the explicit teaching and learning of culture in a constructive 

manner is an issue for short-term INSET, particularly as the duration of the program 

imposes restrictions upon design.   
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 Lo Bianco et al. (1999) identified three fundamental tenets of intercultural 

language teaching as: 

1. the teaching of a linguaculture … an approach which delves into the 

micro levels of culture entwined in language use, 

2. the comparison between learner's first language/culture and 

target/language culture, and 

3. intercultural exploration … a third or meeting place between different 

cultures... the understanding of how different worldviews operate. (p.12) 

These tenets were significant to the analysis of the case study data and the 

proposed model (see Chapters 5 to 7). However, while all three tenets provided 

useful premises theoretically, no specific guidelines for the development of a 

linguaculture were provided in their work. 

 

Recent research in China has supported the need for the explicit teaching of 

intercultural competence in English language programs. In a two-year study, Song 

and Fu (2003) examined the competence of 80 English language students from two 

universities. The aim was to investigate “intercultural communication in English, in 

particular, their sociocultural competence in verbal interaction” (p. 42). They found 

that “development of the learners’ linguistic competence and sociocultural 

competence are strikingly unbalanced” (p. 56) with the latter lagging behind the 

former. They proposed that language and culture should not be taught in isolation 

and called for an “integrative approach” that “combines the teaching and learning of 

language form and language use in meaningful sociocultural contexts” (p. 57). While 
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supporting the premise for an interculturalist approach to language teaching, Song 

and Fu did not explicate a framework or model for application. 

 

An intercultural exploration of INSET design is aligned with Roberts’ (1998) 

call to understand the perceptions of the INSET participants – remembering the 

cross-cultural nature of the immersion mode: 

Perceptions of the target language (TL) will influence LTE objectives. To some 

the TL may be a medium for information, to others a system of rules, to others a 

social experience to be enacted in class. Each perception of language learning 

will tend to produce different classroom priorities, a very different methodology, 

and a different agenda for LTE.....The LTE provider may not share the 

assumptions and beliefs of learner-teachers as regards the nature of TL, 

language learning or its place in the curriculum. The first task therefore is to 

respect these perceptions and try to understand them, that is to attain sociality. 

(p.108) 

 

Attaining sociality with learners and understanding different worldviews is 

intrinsic to the interculturalist perspective. Working from this position, this study 

examines this attainment of sociality through stakeholders’ accounts of learning and 

provision. By understanding the learners’ and providers’ positions and perspectives, 

useful recommendations regarding program design principles and INSET philosophy 

can be made.
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Chapter 3 - Method 

The case study method of this research and its theoretical framework are 

presented in this chapter. An account is given of the selection of a case study 

approach and the particular use of Stake’s model (Stake, 1995, 2000). The data-

gathering process and instruments are described. A hybrid approach to analysis of the 

various forms of data is taken (Shapiro, 1994). 

 

Theoretical Framing 

This research is situated theoretically as a social constructivist study. Its 

conduct followed Geertz (1973), drawing upon the tradition of cultural analysis with 

its accent upon ethnographic principles, interpretive analysis and a search for 

meaning. Notably: 

Believing...that man is an animal suspended in webs of significance he himself 

has spun, I take culture to be those webs, and the analysis of it to be therefore 

not an experimental science in search of law but an interpretive one in search of 

meaning. (p. 5) 

The approach towards research in this study is to situate the educational experience 

of a specific INSET as a culturally-bound social reality, the investigation of which 

becomes an interpretive search for meaning.  

 

A social constructivist perspective expands upon Geertz’s interpretive search 

for meaning by investigating the importance of culture and context in understanding 

what occurs in society (Bruner, 1986, 1996; Kim, 2001). Epistemologically, social 

constructivism situates knowledge as a “human product” that “is socially and 

culturally constructed” (p.1). Additionally, social constructivism views reality as 
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constructed intersubjectively (Taylor & Campbell-Williams, 1993). As such, “reality 

cannot be discovered: it does not exist prior to its social invention” (Kim, 2001, p.1). 

Lincoln and Guba (2000) described the role of researcher in this paradigm as 

“facilitator of multivoice reconstruction” (p. 166) whose “reflexivity relies on critical 

subjectivity and self-awareness” (p. 173). This study presents the multiple ‘voices’ of 

stakeholders and critically explores the intersubjective construction of the INSET 

experience as a reality that is historically and culturally bound.  

 

A social constructivist study fits well with a view of cultural practices as 

derived from socially-situated contexts. In the 1970s, cultural analysis “drew freely 

on diverse intellectual sources in anthropology, microsociology, textual analysis, 

social and cultural history, and psychoanalysis: and through its own hybrid practices, 

generated new and distinctive syntheses” (Murdock, 1997, p. 181).  

 

Freebody (2003) agreed that ethnographic approaches are hybrid in nature. 

He noted that the key question for ethnographic studies within education is “What 

counts as knowledge and learning in classrooms to teachers and students?”(p. 76). 

He argued that the aim of educational research was “both context–reflexive and 

context–renewing for production and consumption” (p. 70). That is, by operating 

within and reflecting upon the educational context, the case study reported here aims 

to understand better the phenomenon and to make this understanding and its possible 

reorientations accessible to educators.  

 

Freebody (2003) adopted a “Cultural Science framework” (p. 67). The 

orientation towards understanding the interactive nature of social life is reflected in 
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depicting this case study. Cultural Science research draws upon ethnomethodology 

with its focus on analysis of talk and everyday actions. Some aspects of this approach 

are adopted in the current study, specifically use of membership categorisation 

analysis and investigation of interactions in interview and journal data. However, this 

study is more hybrid and omnivorous than a purely ethnomethodological study. 

Specifically, I have sought to document participants’ accounts of learning and 

provision in the context of an INSET as a basis for reflection.  

 

The research was a study of ‘what counts as learning’ as the researcher and 

participants individually and conjointly constructed reflections so as to map 

perceptions of learning and provision. Outcomes reflect Freebody’s (2003) focus on 

“context-renewing for production and consumption” with anticipated insights gained 

from analysis leading to recommendations for improved practice. The study, 

therefore, adopts a ‘bottom-up’ approach to theory building with reflections upon 

evidence from the field informing the generation of new knowledge. Specifically, 

learning for production and consumption became the key focus of this study as a new 

model evolved for INSET (see Chapter 7). 

 

A social constructivist epistemology holds that knowledge is “socially 

constructed”, with a researcher's task “to understand the multiple social constructions 

of meaning and knowledge” (Robson, 2002, p. 27). This echoes Geertz's (1973) 

'webs of significance' metaphor made nearly 30 years previously and Freebody’s 

(2003) assertions regarding current ethnographic practices in educational research. In 

his discussion of methods, Murdock (1997) argued that “thick description has 

remained at the heart of ethnographic enterprise” (p. 183). Geertz (1973) had defined 
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thick descriptions as reflecting the “multiplicity of conceptual structures” within a 

culturally situated phenomenon. He said that “many of them superimposed upon or 

knotted into one another, which are at once strange, irregular, and inexplicit” 

(Geertz, 1973, p. 100). Thick description is central to cultural analysis and as such 

privileges ethnography as a research approach (Murdock, 1997, p. 183). However, 

the changing nature of society has forced a change in the form of ethnographic 

approaches. As Denzin (1997) noted: 

culture has gone postmodern and multinational, so too has ethnography. The 

ethnographic project has changed because the world that ethnography confronts 

has changed. (p.11) 

  

A case study draws upon cultural analysis with its “sustained immersion in a 

situation and a full awareness of the diversity, fluidity and variability of people's 

accounts for their actions” (Murdock, 1997, p.184).  Freebody (2003) acknowledged 

the similarities between educational ethnography and case study approach in their 

“empirically omnivorous” nature with multiple forms of data gathered and with 

similar forms of analysis utilised (p. 82). The key difference between the two is focus 

according to Freebody. He asserted that ethnographies are more “open-textured” 

while “case studies focus on one particular instance of educational experience and 

attempt to gain theoretical and professional insights from a full documentation of that 

instance” (pp. 79-81). He characterised case study research in education as 

 attempting to document the story of a naturalistic-experiment-in-action, the 

routine moves educators and learners make in a clearly known and readily 

defined discursive, conceptual and professional space (‘the case’), and the 
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consequences of those people’s actions, foreseen and otherwise, for learning and 

for the ongoing conduct of the research project (pp. 82-83). 

 

This particular case documented the story of participant accounts of learning 

and provision in an INSET and explored the consequences of both the learning and 

the research. Multiple forms of data gathered under broadly ethnographic principles 

were then analysed within an interpretivist tradition that “constructs realities through 

the continual interchanges that take place between researchers and their subjects” 

(Murdock, 1997, p. 185).  

 

Interpretivism, therefore, is intrinsic to the approach of this research. A 

significant consequence is that “the self of the ethnographer is treated as being of 

equal interest to the actions of the observed”(Atkinson & Coffey, 1995, p. 43) and 

reflexivity takes a strong place within interpretivist thinking (Bucholtz, 2003). The 

situated reflections of the researcher became intrinsic to the ‘webs of significance’ 

within the study through my teaching role. This provided me with agency as a 

participant. 

 

Interactionists such as Denzin (1994) argued that analysis “begins and ends 

with the biography of the self of the researcher” (p. 510). He posited that an on-site 

researcher has lived many experiences with his/her subjects and so can provide 

“richly detailed inscriptions and accounts of such experiences” (p. 510). This proved 

to be so in the INSET case study. The intersubjectivity of relationships between 

interviewer and interviewee/s within data collection and analysis holds heightened 

significance for interactionists. Therefore, a personal contextualisation of the 
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researcher's experience was appropriate within the narrative description of the 

INSET case study. Specifically, my past experience enhanced social access and the 

richness of data retrieved through our interactions.   

 

I had taught as a native-English teacher in a Chinese L1 secondary school in 

Hong Kong for three years from 1998. The recency of this experience of Hong Kong 

secondary education and understanding of Chinese culture from that time provided 

opportunity for empathy with participants in the study. The nature of the richly 

detailed inscriptions and accounts of the INSET experience as I saw them is captured 

by my reflective entries made in a researcher journal. This document enabled 

triangulation for interpretation of data from this and other sources. It also catalogued 

information that assisted reflection on my role as researcher at moments of data-

gathering in the process.  

 

Originally, ethnographic tradition aimed to heighten objectivity by erasing 

the effect of the researcher, and by presenting abstracted analysis (Firth, 1965). 

Inclusion of reflexivity and intersubjectivity moved cultural analysis beyond the 

original definitions of ethnography as indicated by Atkinson and Coffey (1995) and 

Murdock (1997). A cultural analysis tradition influenced by ethnographic and 

constructivist epistemologies working within an interpretive framework holds the 

role of researcher and associated reflective activity as critical to the analysis. Based 

on this theoretical position, this research used case study approach as its 

methodological tool to conceptualise, frame, gather and analyse data. The case 

approach assisted in providing a coherent structure for hybrid analysis, as detailed 

next. 
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Case Study Approach 

Case study approach is well documented within the social sciences, 

particularly within education (Shulman, 1996; Silverman, 1993; Stake, 1995, 2000; 

Yin, 1994). Stake's (1995, 2000) definition was considered an appropriate framework 

for this study. There were three key reasons for this decision. First, his definition of 

case study as “a specific, unique, bounded system” created a clear focus for what is 

to be studied (Stake, 1995, p. 436). Second, his model supports a constructivist, 

interpretivist approach to analysis of the phenomenon. This is central to the 

theoretical framework of this study. Third, his model situates researcher reflections 

within the narrative of the case study. Stake’s approach to case study design and 

analysis recognises and values the intersubjectivity inherent in the data collation and 

analyses. It is therefore sympathetic with the study's underlying constructivist 

philosophy which is strongly influenced by interactionism.  Interactionist thought 

places the researcher and subject as sharing constructed meanings (Denzin, 1994, 

1997). Such a philosophy has heightened relevance to this study, as the nature and 

quality of the data retrieved within the INSET case is influenced by the co-

construction of knowledge facilitated by researcher/participant relationships.  

 

Typically, the researcher is fully immersed in the context. According to Stake 

(2000), it is a researcher’s responsibility to assist readers in the “construction of 

knowledge” about the phenomenon under investigation having spent “extended time 

on-site, personally in contact with activities and operations of the case, reflecting and 

revising meanings of what is going on” (p. 442). While the researcher assists readers 

in constructing knowledge, this construction recognises the subjectivity of the 
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researcher’s experience and interpretations. In the INSET case, I recognised the issue 

of intersubjectivity and that co-constructions of a view of ‘reality’ were affected by 

my immersed presence with the participants. 

 

Robson (2002) also recognised that in a constructivist paradigm, the research 

question cannot be fully established in advance and that social negotiation of 

meaning within the phenomenon is paramount to constructivist thinking. Yin (1994) 

agreed with this account of case study as grounded within a specific phenomenon 

and founded within real-life contexts. Similarly, Stake (1995; 2000) noted that case 

studies become focussed progressively, and that organising concepts should be open 

to change as interpretations evolve. 

 

Shulman (1996) defined case-based learning as, “a response to the dual 

problems of learning from experience and bridging the gap between theory and 

knowledge” (pp. 197-198). Analysing an INSET as a case study allowed the 

researcher to gather a wide variety of data. It also provided thick description of the 

experience. Knowledge generated through analysis of the case data will inform 

theory. Shulman justified use of cases in teaching in three ways: the reflexivity 

afforded to teachers; the situatedness of the case in “place, time and subject matter”; 

and, the essential feature of teaching as an uncertain and unpredictable practice (p. 

198). In the INSET case, participant and researcher reflexivity were fostered in the 

data-gathering process through interviews, questionnaires and journals. The case was 

situated in place (an Australian University), time (6-week program) and subject 

matter (language proficiency training and assessment).  The case remained open to 
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the uncertain and unpredictable aspects of the program’s delivery and research. The 

INSET study therefore reflects Shulman’s justification. 

 

Shulman (1996) argued that cases “take advantage of the natural power of 

narrative ways of knowing” and that a case – as a form of narrative – is a way of 

“parsing experience” (p. 199). He believed further that case study interpretation 

informs teacher learning, and that it provides a method for communities to “store, 

exchange and organise their experiences” (p. 199). The INSET case sought to inform 

the teacher/ researcher’s practice as well as to share learning with the academic and 

ESL/ EFL teaching community. In writing the case, a narrative structure was used to 

frame the report and to parse the experiences of learners, providers and the 

researcher within a coherent structure. 

 

 Shulman’s justification of the case approach as a ‘natural’ method that 

describes situated action gives further definition to this Australian immersion INSET 

as a case. The notion of investigating situated action reflects the constructivist 

underpinning of the study. Shulman’s approach entailing the application of a specific 

method was not used. His generic structure was of lesson critique/ appraisal 

following an “Analysis-Construction-Commentary-Community Cycle”. It focussed 

on lesson design and reflection upon classroom experiences for pre-service teacher 

education. However, the INSET case application was for research rather than 

teaching and learning. So, while selection of a case approach to study INSET aligned 

philosophically with Shulman’s definition and features of case, his structure was not 

used for analysis. 
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In a similar way, Yin’s (1994) concern with protocols and interview training 

and his rejection of survey training as “insufficient for case study training” (p. 5) left 

his design methods outside the parameters outlined for this case. Yin (1994) argued 

for a “set of substantive questions reflecting the actual inquiry” (p. 69). While this is 

true of a survey, he considered a survey lacking as an instrument. He had two main 

criticisms. First, the questions should be posed to the investigator as guiding 

questions which frame interviews. Second, the investigator’s questions have a 

number of probable sources of evidence such as documents and observations (p. 69). 

While by definition Yin would view the INSET study as a case, the process of 

inquiry used here differs greatly in its use of pretest and posttest surveys. 

 

Stake (2000) argued that undertaking a case study is “not a methodological 

choice but a choice of what is to be studied” (p. 435). He asserted that, “the object of 

the study is a specific, unique, bounded system” (p. 436). There are three points of 

agreement between Stake’s contention and the characteristics of the INSET case. 

First, the INSET study is “specific” in many ways. It is a phenomenon within the 

Hong Kong Education system, and of the LPATE assessment imperative. It has a 

very specific purpose within both the system and sub-system. It is also specific as an 

Australian model of language in-service training for overseas teachers of English. 

Second, my choice in what was to be studied was “bounded” by time, place and 

participants. It was held over an intensive, 6-week period at an Australian university. 

Participants were secondary and primary school English teachers, all of whom had 

Chinese as their first language, a language instructor, and an administrator. Also, as a 

teacher/researcher, I was a constant feature in the bounded case. So, too, were the 

administrator/marketer and language instructor/course designer. Third, the case is 
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“unique” in its group of participants, and its context. As an INSET, it was a highly 

discrete, well-defined, and clearly recognised unit, and, for the purpose of this study, 

formed a case. 

 

For these reasons Stake's model was a logical and appropriate basis for the 

INSET case studied and reported here. It corresponds to his classification of an 

instrumental case study where the research acts as an insight into a general problem 

(Stake, 1995, p. 3). In this instance, the general problem was how stakeholders, 

including serving teachers from Hong Kong and the Australian provider, perceived 

learning and provision for an INSET delivered in an intensive mode in Australia.  

 

In an instrumental framework, the guiding 'issue question' becomes the basis 

for the research question. Stake's definition of the role of the case researcher as 

'evaluator' is also appropriate to this case. He emphasised as part of the role, “the 

quality of activities and processes, portraying them in narrative description and 

interpretive assertion” (p. 96). Data collected across the bounded time of the study 

reflects stages in the narrative. Interpretive analysis enabled participants’ perceptions 

of learning and provision to be recorded and mapped. This interpretive portrayal was 

key to the purpose of this case. 

 

An iterative, evolving nature of analysis is critical to the approach taken in 

the INSET case. I was open to emerging issues within the phenomenon. As Stake 

(1995) argued: 

Etic issues are the researcher's issues, sometime the issues of a larger research 

community, colleagues and writers… the issue statements may not fit the case 
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well and need repair. Issues evolve. And emic issues emerge. These are the 

issues of the actors, the people who belong to the case. These are issues from the 

inside (p. 20). 

 

The researcher was situated as an ‘insider’ interpreting accounts of other co-

agents in the social construct that is the case. The INSET case involved reflection 

intertwined with researcher narration. The guiding 'issue question' was open to 

refinement and development as the processes of data gathering and analysis evolved. 

This approach sits particularly well within the constructivist paradigm. It invites an 

openness to emic issues that emerge within the phenomenon under study. Etic issues 

from the research community have also affected the evolution of the guiding issue 

question. After feedback from the research community in the form of the 

confirmation seminar, the original issue question changed from “Conceptualising 

INSET as learning” to “Mapping INSET learning”. 

 

Stake’s (1995) procedure involved seven steps: entry vignette; issue 

identification; extensive narrative description to further define; development of 

issues; descriptive detail; assertions; closing vignette (p. 123). This generic structure 

was useful as it provided a framework for synthesising case data and analysis within 

a constructivist paradigm. In reporting the INSET study, this structure has been 

adjusted in response to the emic issues that arose from data management and 

interpretation.  

 

The study focussed on participant perceptions. Therefore, it became evident 

that the most appropriate way to weave the multiple forms of data into a coherent 
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interpretive analysis was to begin with the participants. The interviews were selected 

as the organisational focal point. Interpretation of the issues raised in them was 

interwoven with other forms of data relevant to the interviewee/s such as pretest and 

posttest data, learner journals and the researcher journal.  

 

The structure of this thesis does not follow Stake's recommendation strictly. 

However, it remains faithful to the spirit of his form of inquiry as it reflects the case 

study principle of evolving interpretive assertions. The structure used here is: (a) 

contextualising the study through a literature review and a document analysis; (b) 

describing and interpreting data from stakeholder perspectives; and (c) drawing 

assertions and implications. The narrative of the experience acts as a cohesive tie 

throughout the study with vignettes of participant reflections and accounts woven 

throughout this structure. Modification of Stake’s structure is considered both 

reasonable because of its adherence to the principles of evolving interpretive 

assertions, and appropriate because it facilitates coherence in the exposition.  

 

Qureshi (1992) argued that in a case study, the qualitative data gathered 

initially served to refine the next data-gathering tool. This suggested openness to a 

variety of quantitative and qualitative data-gathering tools in order to achieve 

triangulation and case validity. The pretest questionnaire provided insights which 

structured and refined the semi-structured interview protocol. Indeed, results of 

analysis presented in Chapters 4, 5 and 6 indicate that the data-gathering tools 

applied within the case enabled heightened levels of analysis. The quantitative and 

qualitative tools and the methods applied afforded insights into the ‘reality’ of 

learners’ and providers’ perceptions. 
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Data Collection 

 In order to access various meanings that participants may have constructed 

as they explored their learning during the 6-week immersion INSET, sociocultural 

data were gathered using six sources. Data collection began prior to the 

commencement of teaching in the INSET (pre-immersion) and continued throughout 

the 6-week teaching period (immersion). Sources of data were a Hong Kong 

government document, questionnaires, interviews, journals, a video recording, and a 

concept map. The document had been produced by the Hong Kong government and 

circulated to serving teachers prior to the INSET. It called for teachers’ compliance 

with an initiative to raise levels of language proficiency among teachers of English 

and Mandarin. There were a variety of options for completion of LPATE syllabus 

requirements. One was by taking an in-service education and training course 

(INSET) using the immersion model in Australia. This option constituted the case 

reported here. Remaining data were gathered during the program itself. The process 

of investigation and the ensuing analysis of data involved participants’ reflection 

intertwined with narration, and corresponded with Stake's (1995, 2000) interpretation 

of the conduct of case study research. 

 

Pre-immersion. 

The letter from the Employment and Manpower Bureau (EMB) had been sent 

to all serving teachers of English and Mandarin in 2000 (see Appendix A). Its 

purpose was to displace initial negative reaction to the LPAT syllabus requirements 

with a more compliant and understanding response. This move had followed 

teachers’ industrial action after circulation of the LPAT syllabus specifications. For 

purposes of the INSET case study, analysis of the letter provides insight into the 
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prevailing cultural dynamics underpinning the evolution of this specific immersion 

INSET.  The letter’s inclusion as a data source is consistent with Murdock’s (1997) 

notion that studies should include “ethnographies of cultural practice” (p. 184). In 

doing so, I analysed not only the text’s content but also its purpose and deployment 

in a particular social circumstance.  

 

As an artefact within the LPAT phenomenon, the text had strong 

repercussions for “organising patterns of life” (Geertz, 1973, p. 17) as it directed 

certain teachers to undertake formal in-service training under the LPAT syllabus 

specifications. Therefore, the document analysis provided a frame and context for the 

interpretive analysis of learners’ participation in the INSET. 

 

Immersion.

Data were collected from a range of participants: 

a) 29 students in two classes (n1 = 17; n2 = 12) of Hong Kong Chinese 

teachers of English (with Cantonese as first language); 

b) A language instructor who also had been a course writer;  

c) An administrator who also was a course marketer; and  

d) The researcher who taught both classes. 

 

The two classes operated differently (see Figure 2).  For Group 1, the 

collective goal was focussed on improvement of language skills and on successful 

completion of the proficiency assessment requirements. They needed to pass the 

language proficiency requirement (LPR) in order to retain their teaching positions. 

The program design for Group 1 featured a stronger emphasis on linguistic skilling 

and LPATE examination preparation.  
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All teachers in Group 2 had appropriate prior qualifications. Accordingly, 

they had been exempted from the LPR for job retention purposes. However, for job 

promotion purposes, they were required to sit the LPATE and achieve an overall 

rating of 4 or above. In response to this critical difference, the provider took a more 

overtly methodological focus in designing the INSET for Group 2. While Group I 

was assessed during multiple assessment episodes throughout the 6-week period 

(continuous assessment), Group 2 was assessed in the final week of delivery 

(summative assessment). 

 

The structure of the case is shown in Figure 2. The groups were taught by the 

researcher and were considered as embedded cases within the entire immersion case 

study.  

 

 

 

 

 

Group 1 (n = 17) 
Emphasis:  
• LPAT syllabus delivery  
• Highly explicit linguistic 

training  
• Proficiency assessment 

(continuous) 

6 week 
Australian 
Immersion 

INSET 

Group 2 (n = 12) 
Emphasis:  
• ESL/EFL Methodology  
• Mostly implicit linguistic 

training 
• Proficiency assessment 

(summative) 

Figure 2. INSET structure 

Data collected and their various sources are summarised in Table 1. The 

different agendas and curricula for the two groups meant that Groups 1 and 2 formed 

separate, embedded cases of the INSET case. This impinged upon data collection, as 

the demands of different tasks created potentially different stressors. This possibility 

was part of an approval provided by the University Ethics Committee. As a direct 

response to such concerns, research instruments were designed to minimise any extra 
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demand on those taking the program and the LPATE assessment from the study’s 

requirement to generate data. In this evolving climate of measurement, the forms in 

which participants volunteered data differed for the groups. For example, participants 

in Group 1 agreed to questionnaires and interviews while those in Group 2 agreed to 

learner journals, questionnaires, and an interview. 

 

Because of differences in program structures, more interviews were possible 

for teachers in Group 1 than for those in Group 2. The latter group’s learner journals 

provided an alternative data source. Whereas teachers in Group I were encouraged to 

reflect on their INSET experiences through interviews, those in Group 2 did so 

through journal entries. Completion of all tasks was negotiated between the 

researcher and members of the groups. Participants from Group 2 volunteered to 

write learner journals as a task that they perceived as valid within the INSET. As 

such, it became a component of the learner portfolio (see Table 1). Most members of 

Group 2 felt that this task would have long-term benefit to their professional 

learning. They were led in forming this view by Participant P who acted throughout 

the program as a role model (see Chapter 6). In the discussions negotiating the 

inclusion of a learner journal, Participant P revealed that she already had initiated a 

journal as a self-directed learning tool.  Her approach had been to summarise daily 

lesson plans of the enacted curriculum. She was very willing to adapt this format to 

include reflections. The rest of the group were impressed with Participant P’s 

initiative and were enthusiastic to experiment with the reflective journal as a genre.  

 

 Additional sources of data were:  

1. A journal from the researcher who taught the two classes; and 
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2. Stimulated recall interviews from a language instructor/course writer 

and a course administrator/ marketer. 

The interview with the language instructor/course writer was stimulated by a 

video of a classroom teaching session with Group 1. The interview provided by the 

course administrator was stimulated by a concept map (Novak, 1998) that she had 

constructed to depict successful provision of INSET. 

Table 1. Summary of data gathered 
Time collected Participant/s Instrument Number collected 

During 
immersion (Jul-
Aug, 2001) 

Outside immersion 

Pretest questionnaire n = 13 Week 2  
Semi-structured 
interview (individual + 
focus group) 

1 x Participant A 
1 x Participants B,C,D 
1 x Participants F,G,H 

Week 4 
Week 5 
Week 5 

 
Group 1 (n = 17) 

Posttest questionnaire n =13 Week 6  
Pretest questionnaire n = 10 Week 2  
Learner journal n = 7 Weeks 2 – 6  
Semi-structured 
interview (individual) 

1 x Participant E 
 

Week 4 
 

 

Posttest questionnaire n = 10 Week 6  

Group 2 (n = 12) 
 

Reflective essay 1 x Participant E Week 6  
Letter from EMB n = 1  Pre- course, 

September, 2000 
Researcher/ 
Teacher 

Researcher journal n = 1 Week 1 – 6  

Teacher 
(Language 
instructor) / 
Course designer 

Videotaped "Listening" 
lesson; visually-
stimulated response 
(audio taped) 

1 x Participant R Week 5 
(observation & 
videotaping) 

Week 6 (recall 
session) 

Course 
administrator / 
Marketer 

Concept map; semi-
structured interview 
(audio taped) 

1 x Participant M  Post- course, 
August/ September, 
2001 

  

The data set is comprised of both quantitative and qualitative data and 

resulted from a multi-method approach to collection. Specifically, text analysis from 

a sociolinguistic perspective examined: (a) the text’s role as embedded within the 

intertextual context of policy documents; (b) the textual features such as argument 

and language; and (c) the positioning of the reader and writer through the use of 

membership categorisation analysis. Interview transcripts were framed initially in 
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terms of the interactional dynamics of the interview. They were then analysed in 

relation to (a) quantitative data from questionnaires (represented in graphs); and (b) 

qualitative data in the form of questionnaire responses and journal entries. 

Membership categorisation analysis was utilised to assist interpretation of relevant 

sections of talk. Finally, stimulated recall was used as a method of investigating 

beliefs and intentions. Transcripts of recall sessions were analysed in accord with an 

iterative approach to the analysis of data, and themes arose as the progression grew.  

 

Data Analysis 

An analysis of multiple forms of data and the application of multiple methods 

of analyses is warranted in a case study design. The aim of the case approach is to 

gain an understanding of the particular phenomenon and to interpret and report the 

phenomenon in a rigorous manner. The hybrid approach to data analysis is explicated 

in the following section. 

 

Analysis of texts. 

The text types analysed in this study include: a policy document, journals and 

interview transcripts. All qualitative data quoted in this study are expressed in italics 

with interview transcription conventions following Silverman (1993). The content is 

authentic reproduction with uncorrected instances of expression.  

 

This study adopted Freebody’s (2003) broad definition of text as “crafted 

communications – visual, graphic and electronic representations of language and 

objects” (p. 174). He described the importance of textual analysis in educational 

research as: 
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… a critical understanding of cultural practice and social organisation depends 

fundamentally on an understanding of how texts operate. This is because 

societies are made possible by the production and exchange of written, oral, 

electronic and visual textual material. (p. 178) 

 

In order to understand the 'reality' afforded by the reading of the texts as 

sociocultural data, I employed both sociological and sociolinguistic analyses. The 

aim was to deconstruct the social context of the text thereby revealing the 

perceptions of reality (Freebody, 2003; Gee, 1990; D. Smith, 1987, 1990). Analysis 

of texts in the form of a document and transcripts places participants in the social 

reality of the INSET.  

 

The textual analyses adopted in this study were selected for two major 

purposes. These were to (a) interpret the interactive power of texts, and (b) identify 

how participants accounted for reality. This dual approach to textual analysis was 

adopted by Freebody (2003) as a method of reading texts as sociocultural data. The 

approach aligns with the study’s theoretical framework.  

 

The first analytic method applied to textual analysis in this study is concerned 

with the interactive power of texts. The interpretivist approach to analysing 

transcripts of interviews provided insights into participants’ perceptions of INSET 

learning and the cultural contexts in which they had been situated (Denzin, 1994, 

1997; Freebody, 2003). This approach also assisted in defining and in commenting 

on possibilities of observer bias and observer effect. This was important as Gay and 

Airasian (2000) had indicated that they were the “two main threats to the validity of 
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qualitative data”(p. 24).The second approach echoed Smith’s (1987, 1990), Gee’s 

(1990) and Freebody’s (2003) approach to texts “as objects that reflect and construct 

accounts of realities” (Freebody, 2003, p. 181). The multiple forms of texts within 

this case study were analysed as artefacts which reflected constructed accounts of 

participants’ social realities. The method applied to interpret these accounts was 

adopted from Sacks’ application of membership categorisation analysis (MCA) 

(Lepper, 2000; Sacks, 1972; Sacks, Schegloff, & Jefferson, 1974; Silverman, 1993, 

1998).  

 

Gee's (1990) stance is that a sociolinguistic analysis of a text becomes a 

“moral matter” as an analyst using an analytical tool deconstructs the ideologies 

underpinning the action of the text (p. 24). He defined these ideologies as “tacit 

views of what counts as the right stance” (p.130). In applying analytical tools such as 

Sack's membership categorisation analysis (MCA) to the texts in this study, the 

underpinning ideology - the 'right stance' taken by the producer of the text - is 

explored and identified. MCA assists in exploring the producer’s explicit or implicit 

articulation of their moral stance. It is the role of the researcher utilising MCA to 

validate interpretations through a transparent and well explicated analysis of the text.  

 

Silverman (1993) noted Sacks’ exploration of de Saussure's (1974) 

“paradigmatic oppositions” whereby “category bound activities” are related to the 

people referred to within a text (p. 81).  In his later biographical work on Sacks, 

Silverman (1998) interpreted the aim of Sack's membership categorisation as: 
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to try to understand when and how members do descriptions, seeking thereby to 

describe the apparatus through which members' descriptions are properly 

produced. (p. 76) 

 

The MCA approach focuses on the people referred to and the activities 

associated with them (attributes). For Sacks (1972), a membership categorisation 

device constituted the collection of membership categories onto which rules were 

applied “for the pairing of at least a population member and a categorisation device 

member” making the device “a collection plus rules of application” (Silverman, 

1998, p. 79). “Role partners” can be developed in terms of paired associations or as 

“standard relational pairs (SRP)” (Silverman, 1993, p. 88). This procedure makes the 

MCA a useful tool for analysis of social constructs within the texts including 

interpretation of the representations of identities in the ‘said’ and ‘unsaid’ of the text. 

 

The questionnaire. 

The questionnaire design used four-point Likert-scaled items to establish a 

quantitative base for measurement of each individual's self- assessment of 

proficiency at pretest and posttest. This was done in terms of: 

a) Linguistic skills relating to the five LPATE components; and  

b) Pedagogic skills relating to content delivery and classroom 

routines.  

Biographical information and open-ended, qualitative questions added to the 

quantitative data gathered in the questionnaire. 

 

The two domains of linguistic and pedagogic skills were established as 

significant areas of learning from an earlier, unpublished study of an LPATE in-
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service program designed and taught by the researcher in Hong Kong. While the 

LPATE imperative and syllabus was the same and the study offered insights into 

participants’ perceptions that informed the pretest and posttest questionnaire design, 

the mode of delivery was very different. The Hong Kong INSET differed from the 

INSET case study in two important ways. First, it was delivered ‘in-country’ and so 

the cultural context was different to the Australian INSET. Second, program design 

differed in that the Hong Kong INSET segmented the five LPATE syllabus 

components (Reading, Writing, Listening, Speaking, and Classroom Language) into 

discrete modules which teachers could complete in isolation and at different times. 

For example, the Hong Kong program was a 2-week intensive program that delivered 

only the Writing component. In contrast, the Australian INSET delivered the full 

LPATE syllabus in a 6-week program. 

 

As a principled starting point for data gathering, the questionnaire proved to 

be a useful tool. It was constructed on the basis of learning in the two domains of 

language and pedagogy. The former derived from the thrust and components of 

LPATE. The latter was consistent with general criteria for effectiveness in teacher 

preparation (Shulman, 1996). This provided data consistent with the intention.  The 

open-ended items on the questionnaire invited the possibility for further domains to 

be described and explored. This potential extension aligned with the case study 

approach. Interviews and journals then provided additional reflective data. Analysis 

of participants’ insights and reflections from these multiple sources provided a basis 

for establishing a significant third domain of learning – that of ‘culture’.  
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Semi - structured interviews. 

The semi-structured interview was designed on the basis of data and 

procedural insight from the pretest questionnaire. This development conformed with 

Qureshi’s (1992) observations of how data gathering in a case study should evolve. 

The interviews became a second measure of information, followed by participants’ 

journals, a concept map and a videotaped lesson as outlined in a following section.  

 

The study’s qualitative emphasis on participants’ extended reflections 

followed the short, structured responses they had provided on the pretest 

questionnaire. A semi-structured interview was then employed to promote their 

extended responses. The interview began with a set of questions that built from a 

participant’s biography to a joint exploration using probes designed in Stake’s (1995) 

terms as  “issue questions” (p. 20). The interview proceeded to explanatory questions 

arising from the questionnaires, researcher observations and journal reflections. 

These questions also allowed for exploratory or elaborated responses within the flow 

of the interview so as to facilitate a more conversational and relaxed interaction. The 

number of interviewees varied from an individual to a pair to a group of three. 

However, the format remained semi-structured following the protocol outlined. 

 

It is important from a social constructivist perspective to identify interactional 

dynamics at play within each interview. This helps to establish role relations and 

their effect upon the quality of the data. Underlying much of the social constructivist 

approach to data analysis from interviews is an interactionist belief in the "moral 

order" of an interview (Freebody, 2002). This echoed Silverman's (1993) assertion 

that “interviews share with any account an involvement in moral realities” (p. 114). 
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Moral realities of interviews strongly delineate what is said and unsaid. Impinging 

upon this are the roles, power relations and trust between the interviewer and 

interviewees, and also between the interviewees themselves where more than one is 

involved. Before discussion of interview data in following chapters, an introductory 

analysis is provided of the interactional dynamics that impinge upon the quality of 

data collected. 

 

Journals. 

Journals have been applied successfully in ESL/EFL teacher training and 

their use has supported learner and researcher reflectivity (Bailey, 1997; Cosh, 1999; 

Farrell, 1999; Halbach, 1999; Woodfield & Lazarus, 1998). In this study, journals 

were created by some members of Group 2 and by the researcher. Data were the 

recorded ideas, observations, critical notes and lesson evaluations that participants 

made across the period of the INSET. These were analysed iteratively and 

recursively. Journal reflections were utilised in conjunction with interview and 

questionnaire data.  

 

 Stimulated recall. 

Stimulated recall was applied to analyse data from the ‘provider’ (see Chapter 

6) as a perspective of the INSET phenomenon. Two significant stakeholders were 

investigated – a language instructor/course designer and a senior course 

administrator/marketer. As a ‘provider’, the first was typically involved in ESL/EFL 

INSET design and delivery. The second was responsible for INSET marketing and 

administration. 
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Two visual stimuli were used for the tape-recorded recall sessions. The first 

was a videotaped lesson conducted by the language instructor/ course designer who 

had designed it. The second was a concept map drawn by the senior course 

administrator/ marketer. Use of stimuli such as these originated in cognitive process 

research and the stimulated recall approach has been applied in education since the 

1970s in order to understand teachers’ judgements in classrooms (N. Cooke, 1999). 

Cooke saw recent changes in working conditions across many fields as a justification 

for 'knowledge elicitation' methodology. She believed that such a methodology had a 

“stronger focus on the cognitive complexity of job performance” and measures “the 

connection between knowledge and performance” (p. 8). She defined the elicitation 

of knowledge as a 'process' which constructs “a model of the expert's knowledge - 

the outcome of which may reflect reality in varying degrees” (p. 3). Such a model is 

important for the INSET case where the nature of perceived reality is tested 

empirically and is taken from different perspectives (learner, provider, and 

researcher) to provide triangulation in data analysis.  Gass and Mackey (2000) 

described this approach as an “introspective paradigm” of cognitive psychology.  

These two methods of knowledge elicitation were applied as additional introspective 

tools.  

 

Stimulated recall is a verbal reporting technique which Gass and Mackey 

(2000) identified as evolving from earlier “think aloud” protocols that had subjects 

vocalise their “silent thoughts” whilst completing a task (pp. 11-12). They justified 

stimulated recall as an “information processing approach whereby the use of and 

access to memory structures is enhanced, if not guaranteed, by a prompt that aids the 

recall of information” (p.17). They justified the application of stimulated recall in 
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that it helps participants to relive the situation under investigation through cues and 

stimuli. With the modern advent of videotaping technology, the stimuli are more 

'vivid and accurate' than in earlier studies. They also allow for more sophisticated 

access to the memory structure of the participant. This is achieved through the 

participant’s control over video replay, slow motion, rewinding and pausing.  

 

In the process applied to the videotaped recall session, I videotaped the 

language instructor teaching a lesson on ‘Listening Skills’ and made observational 

notes during the lesson. A week later, I was then able to meet with her to play the 

video and tape-record her observations regarding 'any points of methodological 

interest' during the viewing. She operated the remote control and used it to pause, 

stop and rewind. The lesson took 90 minutes. 

 

Participant M drew a concept map of successful INSET provision. She was a 

senior course administrator and had been part of the administrative team for this 

LPATE immersion since its first delivery by this Australian university. An interview 

followed the map drawing. The aim was to explore this key stakeholder’s perception 

of a successful program delivery.  

 

An interpretive analysis of the relationship between her curricular knowledge 

and her administrative knowledge was made in investigating her account of the 

factors contributing to successful INSET. In analysing transcripts from the recording 

made during Participant M’s interview, I adopted an iterative, interpretive approach 

to analysis through which “researchers induce themes from the text itself” (Ryan & 

Bernard, 2000, p. 780). This approach provided insights into the participants' 
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conceptualisation of the elements of INSET provision and also into the impact of the 

research tools upon the data-gathering process. One point of advantage of having 

Participant M’s concept map was that thought processes in schematising, organising 

and depicting the INSET provision had already been completed prior to the 

researcher interview. The narrative provided by the interview, therefore, was highly 

structured and coherent. 

 

The hybridity of the INSET case is evident in the multiple forms of 

ethnographic data collected. The methods applied in analysing these data are also 

hybrid in nature ranging from text analysis to membership categorisation to 

interpretive analysis to concept mapping. However, the case approach and theoretical 

framing facilitate cohesion of these multiple forms of data collection and analysis. 

The ensuing chapters disclose the unfolding narrative of the case. Chapter 4 sets the 

scene and introduces the main agents as the context and participants for the INSET 

case are revealed. Chapters 5 and 6 present multiple perspectives within the INSET 

phenomenon and interpret accounts from learners from each of the groups, the 

language instructor and administrator. Each of these chapters begins with a vignette 

from either interview or journal data. These vignettes are accounts from stakeholders 

that precede the main analysis and establish key areas of focus in establishing the 

social reality of the INSET case. 
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Chapter 4 - Moving Teachers: Document Analysis as Context 

 
Within the reporting structure of the case study, this chapter recounts an 

analysis of a document that sets the scene for the study. It acts as a prelude to the 

case narrative, introducing key agents and foreshadowing development of the main 

plot. As with Chapters 5 and 6, this chapter opens with vignettes that are accounts 

from participants. These accounts are the social realities expressed by participants. 

They indicate ambivalence about professional development generally and give a 

sense of the conceptual background into which Participants G and H instantiate their 

experience of the INSET case. 

 

As being a teacher is a hard job in HK, we have no working hours. Every day, 

when we open our eyes, we work until close our eyes. So, taking in-service 

courses is another hard job to me. With no support from our principle, we feel 

disappointed because the society force all teachers to bear the bad outcome of 

all students. However, when the outcome is good, no praise for any teacher from 

the society. So, in this situation, if teachers continuous to take more courses to 

broaden their knowledge, I think they are great and I hope they can withstand 

the courses comfortably. 

(Participant G, Posttest questionnaire response, Group 1, Week 6) 
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In-service courses give non-native English teachers a chance to observe how 

other teachers teach, share ideas about education with other participants and 

practice their own English. Both English proficiency and pedagogical 

knowledge are crucial for effective English teaching. Learning English should 

be a life-long process. English teachers should keep on taking in-service courses 

regularly but no formal assessments should be imposed on the participants to 

ruin the joy of learning.  

(Participant H, Posttest questionnaire response, Group 2, Week 6) 

 

Participants G and H were teachers who had ‘moved’ to active involvement 

in an INSET, and in particular to a specific instance of INSET that provided their 

professional development in Australia. This INSET was an intensive 6-week 

program, delivered and assessed in English. For Participants G and H and others 

surveyed in this research, the participatory experience required a ‘movement’ of 

mindset (from teacher to learner), of life paths (from holiday time to professional 

development time), and of location (from Hong Kong to Australia).  

 

The two reflections shown were written on the last day of the immersion 

INSET case. Both indicate a ‘bittersweet’ reaction to in-service programs in general 

with Participant G more obviously concerned about the demanding working 

conditions for teachers and the fact that professional development programs 

themselves play a role in this relentless grind. She hoped that teachers could endure 

the added workload that such in-service programs were perceived as imposing. She 

wrote of long working hours and of lack of support, both institutionally and socially. 

 80



 

She added to these problems the issues of strenuous working conditions as we work 

until close our eyes, and negative perceptions of in-service programs themselves 

added to the bitterness, as they are another hard job.  

 

Participant H, while more circumspect, reminded the readers that (for 

teachers) learning English should be a life-long process. Both teachers portrayed in-

service in terms of demands and hardship especially in relationship to assessment. 

The message of both reflections is that in-service is onerous with Participant G 

hoping they can withstand the courses comfortably.  

 

On the other side of the argument, both Participants G and H cited positive 

attributes to in-service activities in terms of professional benefits from the program. 

These ranged from increase in language proficiency and pedagogical learning to 

networking with Hong Kong colleagues and Australian teachers. Participant G ends 

with the positive assertion that in this situation, if teachers continuous to take more 

courses to broaden their knowledge, I think they are great and I hope they can 

withstand the courses comfortably.  Participant H qualifies her assessment of INSET 

in general noting their benefits but also recognising the devaluing of the experience 

imposed by assessment - English teachers should keep on taking in-service courses 

regularly but no formal assessments should be imposed on the participants to ruin 

the joy of learning. 

 

A sense of ambivalence is evident in these two vignettes. Both entries 

indicate different levels of hardship but the participants also wrote that there were 

many positive aspects to INSET in general. The issue of empowerment may have 
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attributed to this ambiguity in the specific INSET case. All participants were 

compelled to move by extrinsic motivators related to professional qualifications and 

while positive experiences were recorded, limited levels of autonomy may have 

exacerbated negative impressions. This ‘bittersweet’ reaction was not confined to 

these two teachers but resonated throughout the sample. The purpose of this chapter 

is to present results from a document analysis that depicts an investigation of this 

move as a social imperative.  

 

The document analysis was conducted on an institutional document 

purposefully crafted by the Secretary for the Hong Kong Education and Manpower 

Bureau (EMB) as an open letter to teachers (see Appendix A). The letter was issued 

to all serving primary and secondary teachers in the Hong Kong Special 

Administrative Region (HKSAR) in September 2000. Sociocultural and 

sociolinguistic content were delineated as part of the analysis. This facilitated an 

understanding of the political background that had generated the LPAT phenomenon. 

As an institutional document, the letter reflected Smith's (1990) “action and 

decision” (p. 62) categorisation of a text.  As such, it features an identifiable sender 

(Ms Fanny Law, Secretary, EMB), recipients (all serving HKSAR language 

teachers), place (HKSAR) and time (September 2000).  

 

Smith (1990) stated, “The realities to which action and decision are oriented 

are virtual (original emphasis) realities vested in texts and accomplished in 

distinctive practices of reading and writing” (p. 62). In order to define the 'virtual 

reality' inherent in a reading of this document, I employed both sociological and 

linguistic forms of analyses. The aim was to deconstruct the social context of the text 

 82



 

within the dominant discourse. This would reveal the dominant institutional ideology 

and its impact upon participants. Membership categorisation analysis (MCA) was the 

method selected for the analysis. 

 

Before the MCA was applied, the social reality of this text was explored. 

Freebody (2002) stated “texts live and breathe only in cultures”. The cultural context 

of the text is briefly explored recounting the historical and social factors that situate 

it within the domain of English language acquisition in Hong Kong at the end of the 

20th century. To further situate the text within the institutional discourse available at 

the time in Hong Kong education, intertextual references were made to other policy-

related documents that created the LPAT phenomenon as ‘reality’. 

 

Historical Context 

As noted in Chapter 2, the Hong Kong LPAT policy evolved in the first two 

years after the 1997 ‘handover’ from British to Chinese rule under the ‘one country - 

two systems policy’ and the establishment of Hong Kong’s special status as a Special 

Administrative Region (SAR). An initial repercussion of the post-colonial period was 

an official change in focus from English as a Medium of Instruction (EMI) to first 

language education or Chinese as a medium of instruction (CMI) (Tsui, 2004). With 

this, concerns resulted regarding what skills and resources were available in the 

education system to implement the HKSAR’s language policy of trilingualism 

(Cantonese, Mandarin, English) and biliteracy (Chinese and English) (Tung, 1999). 

One response was the instigation of the LPAT as a language proficiency benchmark. 
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Social Context 

As noted in Chapter 2, educational reform in Hong Kong focussed on the 

twin needs of educational innovation (Pennington, 1996; B. Cooke, 2000), and 

language proficiency (B. Cooke, 2000; Y. F. Mok & Kwong, 1999; Pennington et al., 

1996).  The government’s questioning of the pedagogic skills of teachers was made 

public. It moved to secure systemic innovation in education through Education 

Commission reports and reviews (Education Commission, 1994, 1996, 1999b) and 

Curriculum Development Council documents such as Learning to learn: general 

studies for Primary schools (Curriculum Development Council, 2000). Reviews of 

teacher training highlighted a lack of formal teacher training for many who were 

currently practising in the profession. Language teachers’ linguistic competence was 

openly questioned in public forums such as newspapers, television and parliamentary 

debates. A response to these and documents and debates was the establishment of the 

Standing Committee on Language Education and Research (SCOLAR) in October 

1996.  In 2001, SCOLAR began its review of language education in Hong Kong. The 

outcome of this was the consultation document, Action Plan to Raise Language 

Standards in Hong Kong. This document was presented at policy-making levels 

(Legislative Council Panel on Education, Education Commission, Curriculum 

Development Council, etc) and to all other stakeholders in language education from 

universities to schools to parents. Its major aims were: 

1. To introduce concrete, concerted and well-targetted measures to raise the 

language standards of the population to match the ever-increasing 

demand for students and workers with good language skills…. 

2. Specifying a clear and realistic set of expected language competencies to 

reflect the current and future needs of our society…. 
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3. Creating a more motivating language learning environment for our 

students and workforce. (p. 5) 

 

Intertextual Context 

Other important institutional documents complemented the historical and 

social texts from SCOLAR, The CDC and EC. In 1999, the then Hong Kong 

Education Department (HKED) disseminated a report stating that the rate of trained 

secondary teachers serving in schools in 1998 was 79% (HKED, 1999). In his 1999 

Policy Address, the Chief Executive at the time, Mr Tung Chee-Hwa, outlined a 

program for  “upgrading all pre-service training courses...by 2004...to degree level” 

(Tung, 1999, p. 23).  

 

These two samples of the predominant institutional discourse reflect 

pressures at government level upon practising and pre-service teachers and also 

highlight the post-handover focus on teacher training. The resultant changes to 

teacher qualifications and accreditation meant that the number of Primary school 

teachers with formally-accredited teacher training rose from 73.6% in 1992/93 to 

86.6% in 2001/02 and for Secondary teachers the change was from 76.9% to 83.5% 

(Education and Manpower Bureau, 2003). The rise for Primary teachers to degree 

status and teacher training in the same period was from 47.3% to 74.8%. 

Corresponding data for Secondary teachers were not available for the full period. 

However, for 2001/02, 58.4% of the population had both a degree and teacher 

training (Education and Manpower Bureau, 2003). These data indicate positive 

movement for teachers to upgrade their teaching qualifications.  
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The second of Hong Kong’s imperatives for the profession was to address 

concerns about levels of teachers’ language proficiency. Ms Law's letter to serving 

teachers (see Appendix A) was a direct response to another government document 

published in 2000 - the LPAT syllabus specifications (Government of the Hong 

Kong Special Administrative Region (HKSAR), 2000). The 'action' of the earlier text 

was the proficiency assessment process that had drawn heated reaction from 

practising teachers. This had lead to a highly active process of political lobbying 

from the Hong Kong Professional Teachers' Union (PTU), which staged mass rallies 

and protests in the streets of Hong Kong (Hong Kong Professional Teachers' Union, 

2000). The letter sent by Ms Law was grounded in an institutional discourse 

determined by specific historical and social forces. These forces gave Ms Law 

warrant for the content, publication and dissemination of the text. Her purpose was to 

perpetuate a specific type of action within the dominant discourse - the continuation 

of the Language Proficiency Requirements for Teachers (LPR) - and to quell 

opposing discourses. The text is about power wielded in support of the dominant 

discourse. 

 

Context and Text 

Freebody (2002) supported Smith's (1990) notions of institutional texts as 

'virtual reality' stating that, “Texts serve to convey a truth”. The work of the text in 

Appendix A is the shaping of a 'truth', a new reality. This is consistent with social 

constructivist views of knowledge as a “human product” that “is socially and 

culturally constructed” (Kim, 2001, p. 1) and with Gee’s (1990) argument that texts 

and ideologies are inextricably linked in promoting a “right stance” (p. 130). The 

task for analysis is to define the 'truth' that Ms Law conveyed and to analyse the 
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means by which she accomplished it. A new government policy had been instituted 

and reactions from the teaching profession were strong. Smith's (1987) analysis of 

institutional discourse led her to believe that, “institutional forms of discourse create 

relations between subjects appearing as a body of knowledge existing in its own 

right” (p. 214). 

 

The letter served to convey Ms Law's 'truth' that the proficiency requirement 

would proceed and the text projected itself as a 'body of knowledge' (see Appendix 

A). This document was also the site whereby as an institutional representative, she 

had used the text to “organise relations among subjects active in the discourse” 

(Smith, 1987, p. 214). Membership categorisation analysis (Lepper, 2000; Sacks, 

1972; Sacks et al., 1974; Silverman, 1998) attempts to operationalise relations 

between members represented in a text such as Ms Law’s letter, and permits its 

sociological 'reality' to be explored. Outcomes from these investigative purposes are 

shown in the following section. 

 

Membership Categorisation Analysis 

Employing Sacks' rules of application and analysis of membership 

categorisation to uncover the production of members' descriptions and their motives 

for making them provided a coherent structure for analysis of Ms Law’s letter. 

Outcomes are shown in Table 2. 
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Table 2. MCA of text - "Language Proficiency Letter" 
Category Attributes Cause and Effect 

• language proficiency  

• Motivation • factor in students' proficiency 

• Students 

• Learning • effectiveness improved 

• Hong Kong community 
• community at large 

• grave concern 
• different view  

 

• Family • Support • factor in students' proficiency 
 

• language proficiency 
• overall proficiency expected 

• factor in students' proficiency 
 

• helping language teachers • to improve their language 
proficiency and professional skills 

• reacted strongly to the 
announcement in 
April 

 

• registered status • not affected by the outcome of the 
language proficiency training or 
assessment 

• teachers 
 

 
 

• language teachers 

• some quarters of the 
teaching profession 

 
• serving teachers 

 
 

• you • committed teacher 
• will support lifelong 

learning  

• will see the holistic approach 
• improve your effectiveness  in 

facilitating student learning 

• the Administration • announced the introduction 
of benchmarking in 
April 

• drew strong reactions 

• parents  • different view   
• education bodies • different view   
• We • have reviewed comments 

received 
• discussed with key stakeholders 

• Key stakeholders • Discussed  
• announce  • revised arrangements for language 

proficiency 
• complementary measures to improve 

the teaching of languages in schools 

• wish to re-emphasise • by no means 're-licensing' 

• I 

• Trust • committed teacher will support 
lifelong learning 

• further effectiveness in facilitating 
student learning 

 

In his 'economy rule' Sacks stated that, “a single category from any 

membership categorisation device can be referentially adequate” (cited in Silverman, 

1998, p. 79). By applying the economy rule to this text, single categories as you are 

referentially tied to collections such as language teachers and teachers. Teachers are 
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established in the text as having a number of standard relational pairs (SRPs): 

language teachers; some quarters of the teaching profession; serving teachers; and 

you. Within these SRPs, there is a 'binary contrast' at work establishing some 

quarters of the teaching profession in a paradigmatic opposition to language 

teachers; serving teachers; and you (Gee, 1990, p.109). How and why this binary is 

established becomes clearer through examination of the attributes for those 

membership category devices. 

 

To explore how the various members are positioned within this category of 

teachers Sacks' 'positioned categories' maxim may be applied. The maxim is that “a 

collection has positioned categories where one member can be said to be higher or 

lower than another” (Silverman, 1998, p. 84). 

 

Attributes listed in Table 2 assist in identifying the positions of members. 

Language teachers are given the attribute of language proficiency followed by 

overall proficiency expected. These attributes are linked with such category-bound 

relationships as factor in students' proficiency and to improve their language 

proficiency and professional skills. The category-bound activities of teachers who 

follow the directives in language skilling are professional and contributing to their 

students' proficiency. Serving teachers are attributed with a registered status that is 

not affected by the outcome of the language proficiency training or assessment. The 

positioned category you has attributes of committed teacher who will support lifelong 

learning with the cause and effect established as will see the holistic approach and 

improve your effectiveness in facilitating student learning.  
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These category-bound activities are dominantly positive and equate to a high 

moral position. The membership category some quarters of the teaching profession 

contrasts strongly. It is given the negative attribute of reacted strongly to the 

announcement in April. The positioned category of some quarters of the teaching 

profession is lower. 

 

The 'unsaid' of the text is also interesting in the positioned categories. While 

all the other categories of teacher have a stated cause and effect (see Table 2), the 

membership category some quarters of the teaching profession does not. With the 

positive cause and effects stacked on the teachers' side of the binary, the 'unsaid' 

cause and effect of some quarters of the teaching profession can be read as a 

negative, especially when considered in relation to the discourse surrounding this 

text. These various attributes, cause and effects and category-bound activities for 

teachers are used purposefully to isolate opponents and to quell dissension in order 

to perpetuate the ideology of the dominant discourse - the continued enforcement of 

the language proficiency measures. 

 

Applying Sack's 'consistency rule' is useful also in exploring the perpetuation 

of ideology in this text. This rule argues that: 

if some category from a device's collection has been used to categorize a first 

member of the population, then that category.... may be used to categorize 

further members of the population. (Silverman, 1998, p. 80) 

 

In this text, the consistency rule is employed to enforce a newly-defined 

social reality and to isolate those who reject the dominant discourse. The text works 
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to weaken the discourse of opponents of language skilling by setting up another 

strong binary contrast.  It does this by placing some quarters of the teaching 

profession with their attribute of reacted strongly to the announcement in April in 

opposition to the community at large that is attributed with a different view. 

 

The community at large is positioned in a SRP with the Hong Kong 

community whose attribute is grave concern. Thus, some quarters of the teaching 

profession are placed in opposition to the Hong Kong community. By applying the 

consistency rule 'a few agitating teachers' is placed in opposition to 'the rest of Hong 

Kong'. The position of the opponents is greatly weakened in the text. The attribute of 

different view is given to parents and education bodies as well as to the community at 

large. This aligns these members within the binary in opposition to some quarters of 

the teaching profession. The extension further weakens the opponents' position in the 

contrast. 

 

The application of category-bound activities in combination with the 

economy and consistency rules enables the moral stance and virtual reality of the text 

to be paraphrased: “If you are a committed teacher who is interested in supporting 

the language development of your students and professional development as the 

parents, education bodies and whole Hong Kong community wishes, then you will 

follow the revised arrangements without dissension.” 

 

The Language of Power 

Linguistic analysis also adds to the analysis of this text. Different lexical 

choices have been made purposefully in order to promote the ideology of the text and 
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its surrounding discourse. In institutional documents the common nominal structure 

is the application of the agentless passive (Freebody, 2002). In this document, 

however, there are three instances where Ms Law has used the first person singular in 

order to position herself in relation to her readers/employees and to facilitate a 

particular reality (see Appendix A). Her application of the genre of 'open letter' also 

supports her personalised position and lends itself generically to these usages of the 

first person.  

 

The first instance is in the second paragraph I announced revised 

arrangements. In this line, she positioned herself as: 

1. The person of power who is authorised to make such an 

announcement; 

2. The harbinger of news about change; and 

3. The mediator who has listened to key stakeholders. 

 

Whilst reinforcing her power and status, linguistic choices in this section of 

the text establish a tone of reason and arbitration so as to 'soften' the power relations. 

She has presented purposefully as reasonable and personable in order to weaken the 

stance of opponents who reacted strongly. These are contrastively emotive lexical 

choices. Indeed, as the text is in English, its linguistic worth (error free with 

appropriate usage) also reinforces the position and argument of the writer - Ms Law 

is communicating effectively in a second language to her teaching staff, thereby 

modelling an appropriate level of proficiency. 
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Second and third usages of first person occur in the closing paragraph.  Ms 

Law added personal weight to the reassurance that the registered status of serving 

teachers will not be affected by the outcome of the language proficiency training or 

assessment. The position here might be described as paternalistic as the text allays 

fears by applying a strongly reassuring proposition. This paternalism is reinforced 

also by cultural values as seen in Pennington's (1996) description of Asian “social 

values as having to do with hierarchy, collectivism” (p. 108). Chinese employees 

therefore are likely to feel culturally disposed to the ideology of the text.  First, they 

are likely to respond to the positive collective norms that are established. Second, 

they are likely to respond to a need to respect the institutional hierarchy, as the writer 

is a senior government official. 

 

The third and most explicitly powerful usage of the first person is employed 

in the closing line that states, I also trust that as a committed teacher, you will 

support lifelong learning to improve further your effectiveness in facilitating student 

learning. As an attribute to a category of teacher, the text reinforces Ms Law's 

position of power enabling her to position the reader as a committed teacher with the 

attribute of supporting learning and, by association, the LPAT directive. The 

employment of an upwardly sliding list of attributes creates a logical chain of 

arguments (Freebody, 2002). In turn this leads to the justification of the proficiency 

requirement measures. If the reader who is an employee wishes to be viewed as 

committed by his/her employer, they will need to support lifelong learning and 

improve further ... effectiveness in facilitating student learning. Within the discourse 

of this text, the causal link is made between the proficiency requirement measures 

that have been announced and individuals' commitment and dedication to their 
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profession. Participant H’s reflection at the beginning of the chapter aligns strongly 

with these notions of lifelong learning and the need for proficiency in both linguistic 

and pedagogic skills. However, she hesitates from endorsing the language 

proficiency requirement in her assertion that no formal assessments should be 

imposed on the participants to ruin the joy of learning. Ms Law’s text works to 

address this area of resistance. 

  

Texts and Ideology 

Foucault (1984) posited this conceptualisation of power: 

What makes power hold good, what makes it accepted, is simply the fact that it 

doesn't weigh as a force that says no but that it traverses and produces things, it 

induces pleasure, forms knowledge, produces discourse. It needs to be 

considered as a productive network which runs through the whole social body, 

much more than as a negative insistence whose function is repression (p. 61).  

 

Foucault's notion of power as creative contrasts with the Marxian model of power as 

repressive and is interesting when applied to this text. Certainly, the 'unsaid' of the 

text acts repressively as a definite 'no' to public protests and to further agitation as 

was seen in the membership category analysis. At the textual level, however, the 

'said' of the text acts in Foucault's sense as an empowering instrument delivered by 

the most senior official of the employing department in order to inspire teachers to be 

‘productive’. Ms Law's use of the first person is indicative of a highly proactive and 

productive application of power. It reinforces her position as the wielder of 

productive power. 
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The analyses applied in this contextualisation of the case support Gee's 

(1990) view that “language is inherently ideological, that is, that any use of the 

language is both an assessment and expression, in both form and function, of 

ideology” (p.131). As a sample of institutional discourse, this text organises social 

relations in order to create the virtual reality of the language proficiency measures as 

the dominant ideology or 'right stance' (Gee, 1990). The historical, social and 

intertextual contexts first situated the document within the dominant discourse of the 

times. The membership categorisation analysis then explored the organisation of the 

social relations in the creation of a virtual reality. The linguistic analysis explored the 

purposeful and creative applications of language within the text identifying its aims 

as: 

1. To wield institutionalised power; and 

2. To promote language proficiency measures as the 'right stance'. 

 

I can see the similarity between HK and Queensland.  It is change for change 

sake.  We, teachers in the forefront, are lost in the sea of changes.  And we 

always do not know what are the rationales behind all these changes.  Then 

another slogan and another changes are watered down. 

(Participant P, Learner Journal, Group 2, August 9, 2002) 

 

Participant P’s reflection towards the end of the program indicates a 

disillusionment that teachers from both countries experience when faced with 

institutional change and demanding imperatives. The document analysis of Ms Law’s 

letter presented a creation of ‘virtual realities’ that must be taken up by classroom 

teachers in Hong Kong. The teachers have been asked to ‘move’ both figuratively in 
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terms of mindset, and literally in terms of location and life paths. Participants for this 

study have accepted the ‘productive’ power of the new ‘reality’ of the LPAT 

imperative and have come to Australia to complete the training and assessment. In 

Chapter 5, participants’ perceptions of learning and provision in-situ as they ‘move’ 

to undertake this INSET are presented. 
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Chapter 5 - Learners’ Accounts 

 

In this chapter, outcomes are presented from analyses of multiple forms of 

data collected from teacher/participants in the INSET case. This follows the 

depiction of the context in Hong Kong from which teachers had decided to 

participate in the specific INSET reported here as a case study (see Chapter 4). A 

hybrid analysis is applied to the multiple forms of ethnographic data collected. 

Interview transcripts are discussed initially in terms of the interactional dynamics of 

the interview. They are then analysed in relation to quantitative data from 

questionnaires, and also to qualitative data in the form of questionnaire responses and 

journal entries. Membership categorisation analysis assists interpretation of relevant 

sections of talk.  

 

Within the case structure, this chapter serves to build the main narrative as 

learner perspectives are explored. The chapter has accounts of two embedded cases. 

These reflect the different characteristics of the two groups that were taught in the 

specific INSET and researched as the INSET case. In the first, data from Group 1 are 

outlined, and those from Group 2 are presented in the second. The embedded cases 

begin with a vignette that provides a relevant, first-hand account from participants.  
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 Embedded Case 1 

As a teacher, if you don’t learn upgrade yourself, you may find that your 

teaching is not as effective as you can think. As a result, your teach students 

cannot learn happily. In other words, I think participating an in-service courses 

affect my own teaching style a lot. When I find the methodology useful, I will use 

it.  

(Participant F, Posttest questionnaire, Group 1, Week 6) 

 

Group 1 constituted the first of two embedded cases within the INSET case 

study. Its members had enrolled to complete the full Language Proficiency 

Assessment for Teachers (English Language) (LPATE) program and assessment. 

They were tested at the beginning of the program and then assigned to one of two 

classes. Each had 18 students. Group 1 was one of these classes. The researcher 

taught two of five LPATE components to this class. Gains made by participants were 

recorded. The aim of the study was to explore the nature of short-term, immersion 

INSET. The analyses of data presented in this chapter focuses on the Hong Kong 

teachers and their perceptions as participants. The organisational focus is the 

interviews and the individuals in them.  Other data collected during the INSET such 

as the pretest and posttest, and the learner and researcher journals are interwoven in 

an analysis that remains focused on interview participants. The first interview was 

conducted with Participant A. It was a one-to-one interview. The second interview 

was with Participants B, C, and D. 
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The first step in analysing interview data was to establish the interactional 

dynamics for all participants. This was achieved by deriving a brief biographical 

overview of participants through information they had provided from the pretest, 

interview, and researcher notes. Using this information, role relations were 

established in relation to interactional effects upon the interview data.  

 

The second step of analysis explored participants’ accounts of their learning. 

This was done either by membership categorisation analysis of transcripts or by 

interpretive analysis executed through weaving the “ webs of significance” in the 

data regarding the emergent domains of learning (language, pedagogy and culture), 

or by a combination of the two (Geertz, 1973). 
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Participant A 

 

Interactional Dynamics 

The social context of the first interview is reflected in Table 3 below. The 

subject of the interview (Participant A) was a primary school teacher with 

approximately 28 years of experience. For 20 years, he had worked as a specialist 

teacher of English and Physical Education from Primary 4 (P4) to Primary 6 (P6)v.  

Though linguistically competent, he experienced difficulties with fossilised language 

errors that impinged upon his performance in classes for the two LPATE components 

that I taught – Speaking and Classroom Language. He was an older member of the 

group and presented himself as a 'group leader' with a formal, polite and respectful 

attitude in his interactions. All four language instructors warmed to his manner. 

Within the class and without, he presented as an independent agent, often holding 

himself aloof. However, he suggested and organised a 'thank you' lunch for the four 

language instructors on behalf of the student body. He spoke warmly about the 

instructors and his positive experience during the INSET and presented us with gifts 

that included the poem that Group 1 had jointly constructed. 

 

 From an interactionist perspective (Denzin, 1994), Participant A’s position is 

constructed as disadvantaged in terms of two aspects of power relations during the 

interview (see Table 3). First, he was linguistically weaker, speaking in his second 

language to the 'Speaking class' instructor - a native speaker and experienced 

educator. Second, his instructor and assessor was a gatekeeper who would influence 

his employment status. 
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Table 3. Interactional characteristics of interview (Participant A) 

Characteristics Interviewer Interviewee 
Role in the study Researcher/teacher Research participant/ student 
Nationality Anglo-Australian Hong Kong Chinese 
Role in the INSET Language instructor (Group 1) LPATE student (Group 1) 
English proficiency English L1 English L2 
Teaching background Secondary schools (Australia & 

Hong Kong) 
Primary schools (Hong Kong) 

Academic background Research Higher Degree (RHD) 
student 

No RHD experience 

Gender Female Male 
Age Early 40s Approx. early 50s 

 

As a researcher, I recognised this imbalance of power, and purposefully 

attempted to minimise any negative effects associated with it. I showed active 

concern for the participant’s workload, stress and obligations in four ways: 

1. I followed ethics procedures by distributing a consent package and 

explaining the purpose of the study; 

2. I stated that there was no relationship between my data and student 

assessment or institutional data; 

3. I called for voluntary participation; 

4. I was considerate of timing and appropriateness in requests for 

interviews within busy schedules. 

 

 Participant A volunteered for the interview but provided no other data. Given 

the choice, he opted not to complete pretest or posttest. However, the researcher’s 

journal provided a second source of data about him. He was highly cooperative. He 

readily established a meeting time and interacted easily and well during the 

interview. In class breaks I had chatted informally with and taken interest in him as a 

student. In organising the interview time, I had been careful to select a non-

assessment day and to minimise any disruption to his lunch break.  

 

 101



 

Despite my own research focus on learning, two overriding features of this 

interview were Participant A's predisposition (a) to self-present as willing and 

helpful; and (b) to praise the program with statements such as I think to (.2) to have a 

course in Australia is much better than in Hong Kong (.) His personal demeanour 

throughout the program reinforced his presentation as a 'nice guy' who seemed to 

benefit from the immersion experience. Wider influences might have impinged upon 

the 'reality' of the interview. First, the intersubjectivity of the interview may have 

been a powerful force in his need for a positive self-presentation and program 

assessment. With the researcher/instructor in such a powerful position and despite 

safeguards in place, Participant A may have perceived subjectivity as affecting 

assessment and may have wished to foster good relations. Second, the Hong Kong 

Education and Manpower Bureau (EMB) audited all LPATE programs and the 

auditor was arriving in the next week. The Hong Kong government paid an 

allowance for LPAT training. The added costs of overseas immersion programs were 

borne by the individual teachers. Participant A may have wanted to present positively 

in order to help justify the program’s delivery by an overseas provider.   

 

In the wider political context, the LPAT had been strongly opposed by the 

Professional Teacher's Union (PTU) with such political agitation as street 

demonstrations and lobbying of politicians (Hong Kong Professional Teachers' 

Union, 2000). Indeed, another program participant openly self-nominated as the PTU 

representative reporting on the program. The pros and cons of the system had been 

debated in the Hong Kong press over the past three years. Within such a politically 

volatile environment, he may also have wished to present a supportive front for the 

initiative in order to reflect his political support and to take up the ‘right stance’ 

 102



 

promoted by his employers in their construction of the LPATE as a social reality. 

There is a consistently positive tone to Participant A’s input. While this bias in 

content reflects constructively on the INSET experience, it is also possible that it is 

in some part a reflection of Participant A’s response set. Application of MCA assists 

in deconstructing the moral order of Participant A’s interview and investigating the 

issue of superficial self-presentation. 

  

Membership Categorisation Analysis 

Following the principles of membership categorisation analysis, people were 

mapped as shown in Table 4 below. 

Table 4. MCA of Participant A’s interview  

Category  Attributes Cause and Effect 
I (Participant A) English & Physical education teacher 

(SRP not class teacher) 
improve a lot in English skills 
 

speak more fluently 
improve a lot in writing 
satisfied with learning 

Children (Hong Kong primary 
school) 

high class - P4, P6  

They (Australian schools) smaller classes (SRP - HK classes big) 
more activities (SRP - HK classes fewer 
activities) 
bigger teaching space (SRP - HK 
smaller teaching space) 

 

Homestay 
 

native speakers 
talk with 
helpful 
really kind 

discuss differences between Australia 
and Hong Kong 
 

Tutors 
 R (listening tutor) 

native speakers 
pleasant 
enthusiastic 
really helpful 
 

observe how she conducts a listening 
lesson 
learn much from her methodology 

Classmates really good  

 

Sack's consistency rule was used to analyse Participant A’s listed attributes 

(Lepper, 2000; Sacks, 1972; Sacks et al., 1974; Silverman, 1993, 1998). Silverman’s 

(1993) interpretation of the consistency rule suggested that: 
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once one category from a given collection has been used to categorise one 

population member, then other categories from the same collection may be used 

on other members of the population. (p. 82) 

 

By applying the consistency rule to the above categories and attributes, I 

could deconstruct Participant A's defining attributes necessary for his 

conceptualisation or positive ‘moral assessment’ of a successful program. Warranted 

data were uncovered in terms of the category-bound activities that he associated with 

various stakeholders within a successful immersion program. These illustrate several 

of Sack’s defining attributes.  Participant A had described a successful homestay as 

happening with helpful, really kind native speakers who talk with him. This allowed 

him to discuss differences between Australia and Hong Kong. It was significant for 

immersion INSET providers to note that the attribute of native speaker was placed 

early in his descriptions of both his instructors and his homestay. This feedback 

validated a marketing approach that had been adopted by providers wherein native 

speaker interactions were highlighted.   

 

In his last turn, Participant A moved from satisfied to love. This provided an 

upwardly sliding list of attributes (see Table 5). As he quickly built categories and 

pairs, he also accelerated his selection of emotionally positive lexical items as 

attributes. The first attribute in this turn was satisfied. It rapidly moved to love very 

much. Interestingly, the category for satisfied was his learning. Once he built more 

categories and attributes, he reached the emotive summation that this place is 

something he loves very much. Taking into consideration the categories he set up to 

come to this final attribute and the order in which he placed them (from learning to 
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course to instructors to classmates to homestay), I argue that this place translates as 

'the immersion program experience'. 

Table 5. Participant A’s final turn 
Categories Attributes 
Learning Satisfied 
Course within my capacity 
Instructors quite pleasant and enthusiastic, really helpful 
classmates  really good 
Homestay helpful, really kind 
This place love very much 
 

While aspects of interactionism such as intersubjectivity have been analysed 

(see Table 3), interactive trouble needed to be addressed (Freebody, 2003). To do so 

would assist in understanding Participant A’s positive self-presentation and program 

evaluation. Within the interview interaction, there were two major trouble spots. The 

first occurred in the following exchange: 

I: mm mm Ok so you looking at as your major learnings are in terms of your 

language skills [is= 

A:                                                                                                                                                 

[yes 

I:=that right? mm mm 

A:  I think I improve a lot in my in my uh English skill 

I: Ok um  we'll  stay with that learning for a minute (.) What um tasks 

particularly did you feel helped (.) improve can you think back over the past 

three [weeks 

A:                                                                         [mm yes (.3)mm (.3) I I think I 

can speak more fluently mm (.2) I have a better chance to listen to the native-

speaking er people especially in in my home stay with the tutor's lectures mm= 
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I: =mm mm So for example with speaking was there any one particular lesson 

or task we did that you really profited from? (.) that you felt? 

A: mm (.2) er I think I I profited  er in uh ver  in uh in very different aspects uh 

the writing I I improve a lot er (.4) listening  I don't know because I don't have 

er  any assessment [but= 

I: mm mm 

(Participant A, Interview, Week 4, Turns 24-31) 

 

The interactive trouble regarding tasks that assisted in his language skill 

improvement might be seen as a tactical move for ‘topic avoidance’. Participant A 

shifted from specific examples of tasks to generalisations of benefits about 

immersion. This avoidance was exacerbated when he shifted away deliberately from 

giving specific examples with speaking to focussing on writing and listening. In 

terms of intersubjectivity, this was significant because he focused on two of the three 

classes where his interviewer was not his language instructor.  

 

Reasons for Participant A’s communicative trouble may not be related to 

linguistic competence. He had coped linguistically with the interview up to this point 

and the key words of task, speaking and lesson were within his linguistic repertoire. 

His sociolinguistic competence in asking for repetition or rephrasing had been 

displayed already in class and his turn-taking abilities were evident in the transcript. 

A reason for this strong topic shift might be his desire to avoid conversational 

grounds perceived as sensitive, or as topics which might affect negatively his 

instructor's judgement of him. A desire to stay on track with a positive moral 

assessment of the program (and my class by default) may have led to the topic shift. 

 106



 

The same issue of intersubjectivity might explain the second area of interactive 

trouble: 

I: = with language what about culturally have you had any cultural learnings 

about Australian culture 

A: mm (.3) er yes uh in my home stays er er after school  I usually er have talks 

er with them especially er when we have dinner together (.) sometimes we talk 

about the the difference between Hong Kong and  and  uh  Aust and Australia  

for example the er the visit we have we have yesterday we talk about it with  I 

talk about it with my home stay [the= 

I: [mm 

A: = the difference uh are quite are quite big= 

I: mm mm= 

A: =are quite big yeah= 

I: ok= 

A: =yes= 

I: =great= 

A: =they have smaller classes they they have more activities and uh the teaching 

space is er much er bigger this quite different from (    ) er in Hong Kong  from  

that with that in Hong Kong 

(Participant A, Interview, Week 4, Turns 46-55) 

 

While the interviewer's questions were leading towards cultural learning, as 

soon as the issue of cultural contact with homestays opened, he shifted the topic to 

school cultures. Once again, contextual forces external to the interview itself might 

have impacted upon this exchange. The issue of the homestay was highly 
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emotionally charged throughout the program with participants comparing their 

experiences on a daily basis. The inevitable cross-cultural communication troubles 

experienced by some participants were compounded by the intensely stressful nature 

of the program. In the light of the previous discussion on intersubjectivity, 

Participant A may have made this topic shift in order to move away from a highly 

volatile and sensitive issue. He returned to the topic of his homestay family by 

ascribing attributes as helpful and really kind as shown in Table 5. This presented a 

highly supportive predisposition towards another facet of the program. 

 

While the guiding issue question for the study focused upon INSET learning 

and provision, application of MCA in analysing the interview interactions 

highlighted a likelihood of important contextual influences upon Participant A's 

responses. These included intersubjectivity and self-presentation. The 'unsaid' of the 

interview was deconstructed through application of membership categorisation 

analysis which was intertwined with interactionism. Their fusion provided 

warrantable data within a coherent structure for analysis in this case study. 

Participant A’s brief interview also yielded data on three domains of learning -

language, pedagogy and culture. These domains were central to the webs of 

significance which arose during the study.  

  

Linguistic Learning 

The interview provided evidence of Participant A’s perceptions of learning. 

He identified linguistic gain as the largest domain of learning, especially in the areas 

of listening and speaking. 
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A: mm I really profit a much from this course (.) I’ve uh better chance of uh 

listening and speaking (.2) uh which is my weaker aspect yeah when I learn 

English in in Hong Kong because I I don’t have so much chance to talk and 

listen in Hong Kong (.) and  and the other reading and uh speaking uh aspect ( ) 

the materials also good for me 

I: mm mm OK so you’re looking at as your major learnings are in terms of your 

language skills [is= 

A:          

 [yes 

I:=that right?mm mm 

A: I think I improve a lot in my in my uh English skill 

(Participant A, Interview, Week 4, Turns 23-27) 

 

He noted the benefits of linguistic immersion in the provision of an authentic 

learning environment. He recognised that studying in an English-speaking country 

provided him with more opportunities for authentic listening and speaking in English 

than he had previously experienced in Hong Kong. This also formed a self-diagnosis 

of his linguistic skills. He had noted the value of the materials in assisting his 

development in the other reading and uh speaking aspect. It was unclear whether 

these materials were from the immersion environment or whether this was a 

reference to program materials but the latter is more likely given the opening topic in 

the first turn which was this course. 
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Pedagogic Learning 

Participant A was the first of many interviewees to note differences between 

the enacted and experienced curricula. 

A: er In this course mm although it’s not a course on methodology but er (.2) the 

the skill that the other tutors use I I observe it sometimes and I can learn 

something about er for for example the listening er lesson (R) conducted this 

course and I can observe how she how she conducts ah listening lessons and 

from that I I learn much from her (.) [yes= 

I: [OK 

A:= on on methodology 

(Participant A, Interview, Week 4, Turns 41-43) 

 

While the official, or intended, curriculum was the LPATE assessment and 

language skilling, the enactment of this exposed teachers to a variety of language 

teaching methods, many of them new to the participants. This experiential learning 

of pedagogy was recognised as a gain by Participant A. This observation occurred 

throughout the data collected from both Groups 1 and 2. 

 

Culture Learning 

Participant A was reluctant to discuss culture and his perceptions of learning 

regarding culture. His topic shift established that while he found the homestay 

important for language practice especially in developing speaking and listening 

skills, he had no wish to discuss the homestay in terms of culture learning. Instead, 

comparisons between the Australian and Hong Kong school systems were made as a 

‘safer’ topic. His observations here ranged from Australia’s smaller classes to more 
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teaching activities to the final observation that the teaching space is er much er 

bigger.  

 

Despite this reluctance to discuss culture learning in the homestay, Participant 

A did note problematic issues associated with cultural immersion in the form of 

culture shock. 

A: mm I think to (.2) to have a course in Australia is much better than in Hong 

Kong (.) uh only if you only you have to suffer some cult er culture shock but it 

is only a a ( ) it doesn’t really matter I think er we can adjust it er adapt myself 

to this er to learn in Australia 

  

This observation of culture shock as a negative effect of the immersion 

experience was significant at this point in the INSET. This was the first interview 

and was conducted in Week 4. After three weeks of an overseas immersion 

experience with high stakes assessment and the compulsory homestay, Participant A 

was able to recognise culture shock and its effects and to assess his coping ability as 

being adequate. 

 

 111



 

Participants B, C and D 

 

A focus group comprised of three teacher/participants (B, C & D) provided 

the second interview for analysis. Their data were more extensive than for the first 

interview. The interview content was able to be triangulated with data from the 

pretest and posttest questionnaires and the researcher’s journal.  These multiple 

sources provided a rich basis for analysis and established warrant. As in the analysis 

of the interview with Participant A, the first stage of analysis established the 

interactional dynamics of the interview. The roles and relationships of all interactants 

and their possible effects upon the data collected are described. The second phase of 

analysis differed due to the differences in data sources. The multiple forms of data 

were analysed iteratively. This analysis interwove the multiple sources for the three 

participants into webs of significance structured around the three domains of learning 

– language, pedagogy and culture. 

 

Interactional Dynamics 

The relationship between the researcher and the participants in this interview 

reflected roles and power relations as issues much the same way that the interview 

with Participant A had done. These were overcome using a similar approach. 

Participant B, C, and D's involvement in the interview was voluntary and rapport had 

grown to such a point by this second-last week of the 6-week program that 

Participant D asked to join the interview even though she had not been willing to 

participate earlier. In organising an interview time, I was careful to select a non-

assessment day and to minimise disruption to their studies. The women laughed, 

joked and spoke very freely during the interview. In fact they continued well beyond 
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the scheduled time. At the end of recording, they commented that the experience had 

been enjoyable and joked that it was a ‘bonus’ oral assessment practice. Such factors 

reflected a high level of comfort within the interaction. 

 

The relative status amongst the three participants was unbalanced. A binary 

relation existed between them. Participant C (a young, single, third-year teacher with 

weaker linguistic skills) was positioned on one side of the binary with Participants B 

and D (middle-aged, parents with over 10 years of teaching experience and stronger 

linguistic skills) on the other side. However, although this imbalance may have 

contributed to C's smaller quantum of 'talk' within the interview, she presented as 

relaxed and was encouraged to contribute by her more senior colleagues. 

 

All three participants had responded to the pretest delivered in Week 2. The 

posttest was distributed by another instructor on the last day of the program in Week 

6 and, for unknown reasons, only Participants B and D submitted a posttest 

questionnaire. Item 6 on the questionnaire was designed to reveal an individual's 

self-assessment of proficiency in terms of: 

1. Linguistic skills as relating to each of the LPATE components; and 

2. Pedagogic skills as relating to factors within content delivery and 

classroom routines. 

 

These domains had been pre-determined after a pilot study conducted on an 

INSET for the LPATE delivered onshore in Hong Kong. Response choices were 

ordered as a four-point Likert scale. Short response and open-ended questions were 

included to capture biographical information and opinions regrading the efficacy of 
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INSET. The aim of the questionnaire was to measure changes in how participants 

perceived their linguistic and pedagogic skills. Responses for the participants of this 

interview are shown in Figures 3 and 4.  
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Figure 3. Pretest and posttest performance - linguistic skills (Participants B, 

C, D) 
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Figure 4. Pretest and posttest performance - pedagogic skills (Participants B, 

C, D)  

Pretest and posttest results for linguistic and pedagogic skills indicate only 

one area of perceived growth. This was Participant B’s self rating of linguistic skills. 

There was no other perception of growth in either domain. This result conflicted with 

other sources of data. For example, Item 7 on the questionnaire asked for pretest and 

posttest ratings of the following statement regarding INSET (see Appendix C):  
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“An in-service program for non-native speaking teachers of English should be 

about improving both participants’ English and their exposure to new methods 

in the teaching of English”.  

 

A four-point scale was applied through which participants indicated highly 

positive responses to this statement. Participant B agreed strongly on both pre and 

post scores. Participant D rated higher in her posttest moving from agree to agree 

strongly. While Participant C had not provided posttest information, she did record a 

high rating of agree on the pretest. 

 

Other qualitative data gathered conflicted with the pattern of participants’ 

Likert-scaled responses on pedagogic gain. For example, qualitative data from the 

pretest and posttest questionnaires showed positive pedagogic growth for Participant 

D. Her pretest response to the final, open-ended item on the questionnaire—"Please 

comment on how in-service courses affect your own teaching style"—was in note 

form: 

From the in-service courses, I acquire the following improvements: 

- teaching method – more update 

- brain storming – enable me to adopt new methodology 

- team work – be co-operative with my colleagues 

- Teachers & students – to be understanding and improve T + S relationship 

- Attitude –Be helpful and accept different ideas & look for improvements.  

(Participant D, Pre-test questionnaire response, Group 1, Week 2) 
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Stylistically, this read as a 'litany of correct responses' for in-service course 

feedback. In contrast, the open response given in the posttest ‘comments’ section can 

be read very differently in terms of its generic structure (extended prose) and its 

choice of lyrical language with a strong positive affect: 

They refresh my teaching style, brain storm my nearly rusty mind. I am 

embraced by and enriched with different teaching strategies.  

(Participant D, Posttest questionnaire response, Group 1, Week 6) 

 

Quantitatively, no effect was recorded on the Likert-scaled items regarding 

perceptions of pedagogic growth. However, qualitatively, we see an affective change 

for Participant D in terms of pedagogy. Participant D's move from functional to 

lyrical language appears to reflect an impact of the program not consistent with the 

quantitative evidence. This apparent disparity required further investigation through 

analysis of additional, convergent forms of data. The qualitative data in the form of 

the interview and posttest comments also set new areas of investigative interest 

beyond the categories of linguistic and pedagogic learning and into other areas of the 

participant’s interest such as culture learning.  

 

The offshore nature of this current study led to different learning contexts, 

especially in terms of culture. While the researcher originally had discounted culture 

learning as a ‘given’ facet of the experience, there is a high degree of reflection 

throughout the data set. The use of Stake’s approach to case study design with its 

focus on evolving rather than fixed issue questions enabled the establishment of 

‘culture learning’ as a new key domain. Therefore, the case study approach within a 
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constructivist framework was valuable in identifying an additional category within 

participants’ perceptions of their learning.  

 

Linguistic Learning 

Likert-scaled data on the focus group participants’ linguistic skills is 

displayed in Figure 3. Data for Participant B reflected the most dramatic change. No 

effect was recorded for Participant D and no posttest was available for Participant C. 

In the interview, Participant D identified the diagnostic aspect of the program as a 

key factor in contributing to a change in perception of her linguistic skills. All 

interviewees supported this contention but it was not recorded in their self ratings on 

the questionnaires. 

 

 When discussing pronunciation and phonetics in the interview, Participant D 

stated that it helps me er to to diagnosis the  the weakness point. Her recognition of 

the need to diagnose her own spoken errors in order to correct them should be seen 

as critical to her self-perception of improvement in language skills. This was 

reinforced by Participant B’s discussion of the error analysis component of the 

program: 

B:...the error analysis er may may not be so practical in in day daily use but but 

it helps to improve our (.4) subject knowledge and and I can figure out some 

some of the er mistakes that that I I have been com committed for hhh for long 

periods of time. 

(Participant B, Interview, Week 5, Turn 76) 
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As mature and motivated learners, Participants B and D proved to be eager 

students both within the classroom and outside it. They revealed that they were able 

to recognise key gaps in their linguistic repertoire especially in terms of fossilised 

errors in speaking and writing. As motivated learners, they expressed their intention 

to work towards self-improvement. This occurred as they became metacognitively 

aware of their fossilised linguistic errors. 

 

Despite the fact that Participant D did not register perceptions of linguistic 

gain across the two questionnaire data sets, she agreed that the diagnostic element 

had been a significant experience in the INSET. She extended the value of diagnosis 

to the setting of personal goals in language acquisition: 

D: and then I I can set a target for myself to how how to improve yeah

 (.2) the way [of  

I:                                                                                                                     

 [yes 

D: improvement= 

I: mm= 

D: therefore in this er six weeks I I think our learning is not just .hhh  limit to 

this this six weeks we will (.2) extend= 

I: =yes= 

D: =what we have learned 

(Participant D, Interview, Week 5, Turns 95-101) 

 

The diagnostic process of individual awareness-raising regarding linguistic 

skills had set participant D’s target for self-improvement. Specifically, she 
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highlighted her personal learning in terms of the production of the consonants /l/ and 

/r/. 

D: [yes its the first time that I know .hh er since I I study English I don't know 

that I have a er er mistake in pronunciation in the pronunciation of (.3) the 

letter /l/ and (.3) /r/ = 

B: = [yeah 

I:   [mmm mmm= 

D: = and R its the first time I aware of it (1.0) 

(( a number of participants indicate agreement)) 

D: yes because we don't have ah phonics in Hong Kong 

(Participant D, Interview, Week 5, Turns 80-85) 

 

These data provided convergent validity with an entry the researcher had 

journalised two weeks earlier: 

After class, D approached me on tongue position for /l/, /r/. Talked about 

overcoming fossilisation and she said it was great to address such issues as /l/, 

/r/ as they'd never been taught in HK.  

(Researcher's Journal, Week 3) 

 

Here, Participant D perceived the program as empowering by helping her to 

set goals for linguistic self-improvement. This was reinforced by the researcher’s on-

site observations. Participant C agreed with this diagnostic aspect of the program as 

well. While she did not submit the posttest, the pretest exhibited her low self-rating 

in language skill. This was reinforced in the interview where she had made an 

unprompted self-assessment—because my standards is not (.4) high enough. Without 

 119



 

a posttest result, the interview data gathered during Week 5 (the last teaching week 

of the program) was the only recorded indicator of Participant C's perceptions. 

Despite the fact that she assessed herself as a linguistically weaker student, she too 

saw the value in the diagnostic elements of the program. This was evidenced in the 

interview where she stated: 

C: because ahm sorry ahm because I found that ahm (.4) .hh I have already uh 

(.4) did a lot of mistakes in pronunciation in the past .hh ahm I just learn copy 

the sound ((one or more participants indicates  agreement)) (.3) from the 

teacher and I didn't attent- pay attention on their mouth= 

I: =mm mm= 

C: =so every [can not pronounce the right [words and sounds= 

(Participant C, Interview, Week 5, Turns 87-89) 

 

This observation is significant to her learning both within and beyond the 

program. She had identified a gap in prior learning—the physical aspects of sound 

production. She also recognised the importance of such learning to her personal 

linguistic growth. These findings regarding the issue of focussing on the diagnosis of 

errors in spoken production were triangulated with an entry from the researcher's 

journal in Week 2 of the program. 

Great to have distributed the ILC (Independent Learning Consultation) handout 

in the speaking class which intensively follows up the issues of θ and ∆ in initial, 

median and final positions. B, C (+ 2 other students from group 1) > nearly 40 

minutes on the sheet. Initial OK but median/final problematic.  

(Researcher's Journal, Week 2). 
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This reflection made by the researcher/language instructor early in the 

program highlighted an important aspect of program design for an intensive, 

immersion INSET with such a specific client group. Participants were learners driven 

by external motivators linked to the LPATE assessment and their continuing careers 

as teachers of English as well as by intrinsic motivators inherent to their professional 

interests as English language teachers. Learner characteristics of the group such as 

maturity and independence were also evident in broad terms and can be seen in the 

researcher’s mid-program reflection below: 

Note: no Gold students chasing me for pron. work recently > did they really just 

need us as diagnosticians in the first weeks and as advanced learners they've 

flown from there? 

(Researcher's Journal, Week 4) 

 

My on-site observation was that participants recognised the crucial aspect of 

the role of the articulators in the physical production of sounds – an aspect that had 

not been evident in their own education when learning English and which proved to 

be the magical epiphany for many as reflected in the interview excerpts above. 

Arguably, that once the program design effectively identified such gaps in prior 

learning and targeted input from course instructors was provided, participants felt 

empowered to achieve personal goals for linguistic gain. In considering learning 

styles and participant needs, it is important to recognise that this cohort of mature, 

independent and highly-motivated learners valued this diagnostic element. 

 

Participant B had registered strong linguistic gain across her pretest and 

posttest data. This may be linked to personal epiphanies prompted by the linguistic 
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diagnosis recounted above. If so, then a similar quantitative growth from Participants 

D and C should have been evident. This was untraceable for Participant C who had 

not submitted her posttest. Participant D's results indicated no effect despite the 

strongly positive qualitative data she had provided. Despite registering a greater 

metacognitive awareness of personal errors, Participant D may have felt that actual 

linguistic improvement had not yet occurred.  

 

In analysing participants’ perceptions of linguistic gains, validity was a 

problematic issue. Qualitative data indicated perceptions of appreciable growth in 

valuing the program for its diagnosis of linguistic skills. Those participants who were 

highly motivated saw this as an opportunity for personal goal-setting for future 

learning and for improvement in linguistic competence. The quantitative data, 

however, were different. In terms of validity within the case, it is perhaps less 

important to choose which form of data is ‘correct’ in mapping learner perceptions, 

but more important to identify that both can be problematic. The positivistic, ‘one-

off’ nature of the questionnaire items had not afforded room for elaborations. 

However, the interactional dynamics of the qualitative data may have impinged upon 

the nature of participants’ self-reporting. While problematic, it is the exploration of 

the nexus between the two that can provide insights into participants’ perceptions. 

Possible future implications for case study design would be to: 

1. Administer a second posttest questionnaire 6 to 12 months after the 

program when the participants have returned to Hong Kong; and 

2. Present the two sets of findings to the participants as a member check 

asking them to explain the discrepancy. 

 

 122



 

Participant C’s response to Item 8 on the questionnaire is of interest when 

bridging perceptions of pedagogic and linguistic gain. Item 8 was an open-ended 

item which asked participants to “Please comment on how in-service courses affect 

your own teaching style”.  In the pretest, Participant C listed her response as: 

a. To improve my writing, speaking, listening skills 

b. To broaden my knowledge of English that I can teach my students the 

correct knowledge of English esp. how to pronoun the sound 

c. To learn more more classroom language through the lesson so I can use 

these lang. in the future  

(Participant C, Pretest questionnaire, Group 1, Week 2) 

 

At the beginning of the INSET, Participant C’s response was structured as a 

list of goals for language enhancement. She did not interpret INSET beyond this 

program’s instrumental goal of passing the LPATE and reaching the required 

benchmark. It is unfortunate that there was no posttest result to assess whether her 

perceptions changed. However, her interview data are indicative of her perception of 

pedagogic gain.  

 

Pedagogic Learning 

Qualitative data regarding perceptions of gains in pedagogic skills conflicted 

with the questionnaire results. The disparity in this domain was even greater. None of 

the three participants perceived that they had made any gain when surveyed. In 

contrast, all three indicated during the interview that they had observed the 

methodology and learnt new strategies. Further, they had said that they intended to 
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incorporate these into their teaching. These positive perceptions are shown in 

responses to Item 7 and in the interview excerpt below: 

B: but but we can (.5) get the concept of= 

D: =yes= 

B: =methodology by by the [tutors 

C:                                         [teach teaching 

B:                                         [yes where when (  ) the course and and then we we 

(.6) and ss somehow um (.5) the methodology um is pen penetrated (throughout) 

the course yeah= 

C: =mmm 

C: and different methodolog- teaching methodologies ((sounds of agreement by 

other interviewees)) such as running dictation ((other interviewees laugh)) and 

also the other teach even types of dictation and we enjoy this 

(Participants B, D & C, Interview, Week 5, Turns 108-114) 

 

The focus group agreed that exposure to new teaching methods had 

penetrated throughout the course. This suggested they had seen relevance for their 

own pedagogy in the methods they had learned. This was neither the stated aim of 

the program nor part of its marketed purpose. In the exchange above, Participant C 

agreed with the other two participants that participating in classes with an interactive, 

task-based methodology had helped her reconceptualise pedagogy. These data may 

reflect her rethinking of the pretest response she had given to Item 7. She had 

established only linguistic goals for INSET.  However, it may be that the link 

between learning new methods and learning pedagogy is tenuous. For example, 

participants may be wary about claiming it as achievable knowledge until they have 
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actually practiced the observed methods. This may explain the disparity between the 

Likert-scaled responses and the interview data. Further research is needed to test this 

possibility. 

 

Focus group participants recognised and delineated the official, enacted and 

experienced curricula. This was voiced by Participant B who stated that in this 

course you have done two things at the same time identifying that we can observe the 

teaching methodology. The official curriculum was explicit language skilling which 

was acknowledged by Participant B who argued no we we concentrate on skills more 

than methodology I think. The enacted and experienced curricula were readily 

recognisable to the participants as experiential learning in the form of the modelled 

teaching methods—the methodology by by the tutors who teach teaching.  The 

facilitation of understanding regarding the learning process was another readily-

identified aspect of the enacted and experienced curricula. 

 

B: =by ourself (      ) because I I I think the tutors have set us a very good 

example= 

I: =mm mm= 

B: =yeah 

I: so [you would like 

B:     [ the main thing about the the learning process yes= 

I: =mm mm= 

B: =these these are the methodology yeah 

(Participant B, Interview, Week 5, Turns 335-341) 
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By repositioning themselves as learners rather than teachers, and by 

experiencing these teaching methods, participants recognised their effect upon 

learners' cognitive processes as evidenced in the excerpt below. Such observations 

regarding ‘top-level structuring’ and psychological readiness indicate the depth of 

reflection prompted by the experienced curriculum, which impinged directly upon 

personal pedagogic constructs. 

B: for for (  ) I learn the (1.4) the skill yes (1.0) uh how to prepare the (  ) 

activities for the students to get them to be ready yeah (.8) psychological 

readiness yeah and to .hh to make (1.0) the things into a a a a small things (.3) 

simplify the the method first and then (.6) uh build up from(1.0) from the smaller 

and and then and and develop. 

(Participant B, Interview, Week 5, Turn 71) 

 

Participant D also cited pedagogic benefits extending from the 6-weeks in 

terms of assisting in staff development upon her return to her school, and developing 

her content knowledge. In the excerpt below, Participants D and B expressed specific 

methodological learning in terms of reading strategies and their motivational 

potential. 

D: for example now in reading (.7) and then they are I I (am) aware that there 

are different ways of teaching reading different strategies= 

I: =mm mm= 

D: =for example we learn about how to predict something how to elicit (.5) the 

information the:: vocab like that and also how to go into details of the (.4) 

reading material= 

B: =yes= 
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D: =and how to [consolidate=  

B:                      [yes  

I:                       [mm 

D: = the students understanding very useful I think .hhh and then all these (.5) 

steps will arouse the interest of the students 

(Participants D & B, Interview, Week 5, Turns 114-121) 

 

Methodological awareness was reflected in Participant D's recognition of the 

importance of content material in motivating students in teaching listening skills. 

D: and er on aspect of listening and then er I think= 

I: =yeah= 

D: =if er in Hong Kong we just er listening for information (.4) but no er what 

er is not er theme based (.8) but here we for example from culture .hh from the 

er culture of Aborigine then it arouse our interest (.4) to pay attention to a text. 

(Participant D, Interview, Week 5, Turns 129-131) 

 

Discrepancy between the two data sources was significant. All three teachers 

expressed clear and positive growth in terms of their pedagogic constructs in the 

interview. However, this was not corroborated in the quantitative data. The issue here 

may be that as participants had not implemented pedagogic learning in their own 

classrooms, they had not as yet perceived growth in a positive sense. Further 

investigation is warranted. 
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Culture Learning 

Evidence of culture learning was established strongly within the focus group 

interview. The degree of importance attached to this category was represented in the 

statement by Participant B—I think the most important I can experience the culture 

of this country.  Participant D reinforced this valuing of culture learning in the 

interview with a great interest in many cross-cultural issues. She led the focus group 

into a lengthy digression (approximately 10 minutes of a 45-minute interview) on 

cross-cultural issues such as privacy, trust, politeness and gender equity (see excerpt 

below). Within the conversational structure, the group not only tolerated this long 

digression but also supported it through shared turn-taking. This reflected other 

instances where the group appeared fascinated with culture learning and cross-

cultural issues.  

 

Interactionally, the long digression on cultural observations might have been 

tolerated due to the group’s dynamics and positive disposition to Participant D. It 

may be that she was allowed more ‘space’ in the talk due to her seniority and 

agreeable personality. Cultural dispositions such as Chinese values of respect also 

might have influenced a tolerance for this digression. While this is a moot point, the 

turn-taking pattern reflected eager interjections of agreement as well as topic 

extensions. There was an increased rate of speech during this section and a tone of 

excitement: 

D: =yes and they they they respect the the privacy= 

I: =the privacy= 

D: =yes ((sounds of agreement)) and and they and the degree of mutual trust er 

is is very high here= 
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B: =yes= 

I: =mm mm= 

D: =there's no lock no lock= 

C: =yes= 

D: =[no need to  

B:  [on every  

D: and even when they sleep they just open the bedroom door= 

B: =yeah 

D: yes in Hong Kong we lock everything (( general laughter)) including the .hhh 

the bedroom the bathroom everywhere we have locked but not here 

(Participants D, B & C, Interview, Week 5, Turns 174-185) 

 

Participant C agreed with other participants' observations regarding the host 

culture and contributed throughout the digression into cross-cultural issues. She also 

noted the additional cultural benefits from her immersion experience. This was 

expressed in her intention to import cultural artefacts and realia into her classroom. 

  

Opening analysis to explore this additional category of participants’ 

perceptions of culture learning also served to validate the choice of a case study 

approach. Culture had not been explored as a category of learning on the pretest and 

posttest questionnaire design. However, it arose as an important category in the 

interviews. A value in the case-based approach was that it helped establish new 

categories of participants’ perceptions of learning from the multiple forms of data 

gathered at strategic points throughout the INSET case. Therefore, an important 

contribution of the study is to reinforce the necessity for a data-driven conceptual 
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base drawn from multiple forms of quantitative and qualitative data collection in 

order to gain greater insights into participants’ perceptions within the phenomenon 

under investigation. Analysis of these multiple forms of data allows exploration of 

the “multiplicity of conceptual structures” within the “thick description” of the 

“culturally situated phenomenon” (Geertz, 1973, p. 100). 
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Embedded Case 2  

When I was having my teacher-training course 15 years ago, I was taught to use 

communicative approach. We need not teach grammar structure, just let 

students use English to communicate. However, once I actually stepped into the 

classroom, and did the actual teaching, it was not the case. In order to ensure 

that students get high score in tests and exams, we are obliged to teach 

grammar to students. 

During my teaching experience, I was interested in those in-service courses that 

improve my proficiency in English only. I thought I had enough training of 

teaching methodology already. Soon I found out that I was completely wrong. 

The teaching method gets more and more diversed, many of them which I had 

never heard or tried out before. I found myself lack of skills, bound by the 

textbook and sometimes lost initiate to try out new method because of the tight 

schedule. 

When I applied for this course, I only aimed for getting a level 4 after the 

intensive training. I didn’t realise that a large portion of the time was devoted to 

the teaching of methodology. But it is in fact the most valuable thing that I 

gained from this in-service course. I was introduced to such a wide variety of 

teaching methods in the 4 skills that I believe I will surely try some of them in 

my future teaching. All these methods require teachers to get students prepared 

for the task they are going to have, which I had not thought of before. I will let 

my students more prepared,  fully involved and engaged in my lesson. My 

teaching method will be more learner-centred.  

(Participant J, Posttest questionnaire response, Group 2, Week 6) 
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Embedded within the overall case study, Group 2 differed from Group 1 in 

three key aspects. First, its participants had been exempted from the LPATE and 

were in Australia as part of a pilot INSET for teachers with advanced proficiency in 

English. However, under the operating Hong Kong Education and Manpower Bureau 

(EMB) policy, all language teachers who intended to seek promotion required an 

overall LPATE rating of 4 or above. Therefore, despite the exemption, Group 2 

participants arrived in Australia with the agenda of achieving this high rating. This is 

reflected in Participant J’s posttest comment above where she states her original 

intention for enrolling in the INSET: When I applied for this course, I only aimed for 

getting a level 4 after the intensive training.  

 

A second difference was that Group 2’s program had been designed 

specifically as an extension program in order to meet these participants’ goals. As 

such, it aimed at upgrading participants’ linguistic skills but it adopted a more a task-

based approach. It had a stronger and more explicit focus on methodology. This 

focus in design is noted also in Participant J’s posttest above where she recognises 

that I didn’t realise that a large portion of the time was devoted to the teaching of 

methodology. But it is in fact the most valuable thing that I gained from this in-

service course.   

 

The third difference resulted from the altered INSET design that meant that 

members of Group 2 contributed different forms of data (see Table 6). This was 

evident particularly in the learner journals that members had included in their 

coursework portfolios. The journals were a negotiated addition to the portfolios, and 
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seven participants consented to their inclusion as data for the study. The following 

analysis focuses on the most comprehensive sets of data. These were collected from 

Participant E and Participant P. 

Table 6. Group 2 data overview 
Group  Instrument Number collected Time collected, July 

- August 
2001. 

Pretest questionnaire N = 10 Week 2 
Learner journal N = 7 Weeks 2 - 6 
Semi-structured interview 

(individual) 
1 (Participant E) Week 4 

Posttest questionnaire N = 10 Week 6 

Group 2 (n = 12) 
 

Reflective journal 1(Participant E) Week 6 
Whole Course Researcher journal N = 1 Week 1 - 6 

 

Entries in the researcher’s journal entries described Group 2’s approach to 

learning, group dynamics and individual profiles. In comparison with Group 1, they 

presented to the researcher as using more English and working longer. The entry is as 

follows: 

Extended - Engl. used out of class/ personal inter. (interactions) only 2 

instances of Cantonese heard yesterday (9 am - 4.45 pm)….Extended - relaxed 

usage, intense desire to discuss methodology. Willing to work longer hours (eg 

Independent Learning Consultation is 'full-on') 

 (Researcher's Journal, Week 1, Friday 19/7/02) 

 

The positive characteristics observed in Week 1 were sustained throughout 

the course, becoming a feature of Group 2’s dynamics: 

Went to Resource Room & they studied earnestly for the whole time > chasing 

journals etc. (Language instructor) arrived for borrowings - both (of us) amazed 

at their level of intense preparation. 

(Researcher's Journal, Week 4, Friday, 9/8/02) 
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Towards the end of the course, an analytic approach had grown such that 

there were several instances where teachers’ roles were discussed critically: 

Interesting metacognition of my teaching approach to this session - open 

acknowledgment of my changed role of 'facilitator' rather than 'presenter' > 

others had input on their observations as to my role within the session. 

(Researcher's Journal, Week 5, Thursday, 15/8/02) 

 

In relation to specific members of Group 2, the following was recorded in the 

researcher’s journal: 

"E" seems quite intense - took a lengthy amount of class time to explain a task 

earlier today (not sensitive to class impatience growing) & I cut her off by 

asking her to reclarify by writing it down & bringing it tomorrow. 

(Researcher's Journal, Week 1 Thursday, 18/7/02) 

 

The entry reflects such personality indicators as Participant E’s singularity of 

purpose.  However, she proved to be a highly sensitive class member in two 

instances. First, when I considered abandoning my data gathering due to the high 

degree of stress the class exhibited over assessment, Participant E raised the issue of 

my research request. Her query led the class to encourage me to continue with data 

gathering. The second instance was during a crisis point where class stress levels 

regarding the LPATE assessment were high: 

E asked to see me alone > tears ....> wanted to make clear she is happy & is 

getting what she wants....> she's trying to calm group & fears they will cast 

aspersions upon the provider > counselled her ... to work to maintain calm 

(Researcher's Journal, Week 3, Friday,01/8/02). 
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Participant E 

Data gathered for Participant E from Group 2 are representative of sources 

from the entire case study. They consist of pretest and posttest questionnaires, a 

semi-structured interview, a learner reflective journal, and a researcher’s journal. The 

timing of data collection represented in Table 6 is significant. The Group 2 

questionnaires were administered on Friday of Week 3 (pretest) and on Friday in 

Week 6 which was the final day of the program. The late administration of the 

pretest was due to administrative problems and may have affected the degree of 

growth that could be represented quantitatively. However, significant data were 

yielded despite the shortened time frame between the pretest and the posttest. 

 

The pretest and posttest questionnaire was the same as delivered to Group 1 

(see Appendices C & D). The design used four-point Likert-scaled items to establish 

a quantitative base for measurement of individuals’ self- assessment of proficiency in 

terms of linguistic skills relating to the five LPATE components, and pedagogic 

skills relating to factors within content delivery and classroom routines. These two 

predetermined domains were established from an earlier, unpublished study 

(Bridgesvi) as two significant areas of learning. Using the case study approach, an 

additional domain was established. This occurred as Group 2’s insights and 

reflections were identified in the data analysis. Participant E’s biographical 

information and responses to open-ended, qualitative questions added to the richness 

of data she had provided on fixed-response items of the questionnaire. The latter are 

shown in Figures 5 and 6 below. 
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The same process of analysis was applied to interview data for Group 2 as for 

Group 1. Interview transcripts were framed initially in terms of the interactional 

dynamics of the interview. They were then analysed in relation to quantitative data 

from questionnaires (represented in graphs) and qualitative data in the form of 

questionnaire responses and journal entries. Membership categorisation analysis was 

utilised to assist interpretation of relevant sections of texts. 

 

Before analysing the interview data, it is important from a social 

constructivist perspective to identify the interactional dynamics of the interview. To 

do so establishes role relations and their effect upon the quality of Participant E’s 

data. Participant E’s position in relation to the interviewer might be constructed as 

disadvantaged in terms of power relations. First, she was linguistically in a weaker 

position, as she had to speak in her second language to her class tutor who was a 

native speaker and experienced ESL educator. Second, this tutor held power, as she 

was one of Participant E’s assessors.  

 

To obviate any negative effects from this imbalance of power, the researcher 

conducted herself ethically and showed active concern for workload, stress and the 

participant’s obligations throughout the data-gathering process from the distribution 

of the consent package through the call for voluntary participation to the request for 

an interview. Participant E's involvement in the interview was voluntary and after 

originally volunteering, she took the initiative to further expressing her willingness to 

arrange an interview time and to contribute further to the study. In organising the 

interview time, this teacher/researcher was careful to select a non-assessment day 

and to minimise disruption to the interviewee’s studies. During the interview, 

 136



 

Participant E was relaxed and spoke freely reflecting a high level of comfort within 

the interaction. 

 

igure 5. Pretest and posttest performance - linguistic skills (Participant E) 

 terms of perceived linguistic gains, Participant E’s results reflected growth 

in three

ance - pedagogic skills (Participant E) 

was a gain in general pedagogy, but none in routines – general efficiency and losses 
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Results about pedagogy indicated mixed perceptions (see Figure 6). There 

ent area pedagogy and routines – general effectiveness. 
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Multiple sources of qualitative data were utilised to further examine these 

quantit s 

f 

articipant E’s account of her professional background in the pre-test data 

was tha

… in primary school and also … this is my second 

 

then knew that her language teaching was not only confined to English and 

that her

 my not 

vocational in the sense of a mission to teach.  

ative results. The use of such a combination of data permitted richer insight

into Participant E’s positioning. Her accounts and self-reporting shed greater light 

upon the fixed-response items shown in Figures 5 and 6 and suggested new areas o

investigative interest. This examination led to questioning in general whether 

quantitative, self-report measure would be sufficient to measure learner/client 

perceptions of gains in their linguistic and pedagogical skills.  

 

P

t she had 9 years of teaching experience and that she was employed at that 

time as a private school primary teacher. This was elaborated from interview 

information to show that she has: 

 been teaching for nine years 

school and both schools are primary and private schools yeah I mainly teaching 

um teach English and Putonghua…. two classes of English….one is the junior 

class and one is the senior one primary four to five um and the junior's primary

one to three (.6) yeah.  

(Participant E, Interview, Week 4, Turns 8-16) 

 

I 

 current English teaching load was two classes in both the upper and lower 

primary age groups. In this interview, Participant E self-presented as a very 

committed teacher: I really enjoy teaching children and so um this is (.4) not

on-only my job is also my career. Her identity as a teacher is presented here as 
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This additional information elaborated the early account provided from the 

questionnaire.  In the pretest questionnaire, Participant E indicated that she had been 

exempt

 goals 

or 

 the 

ce 

t E revealed her construction of her 

learner identity with low self-rating of her language skills. Considering that she was 

enrolle

 if she 

E 

 

ed from the LPATE. However, in order to have future eligibility for 

promotion, she was required to gain an overall level of 4 or above on the LPATE. 

Her description of teaching as a career is also expressed in terms of long-term

such as career advancement. Stress levels were then bound to this extrinsic motivat

and professional goal. In her journal entry in the last week of the course journal, she 

reflected the stress and achievement motivation that had resulted. She stated: 

Though I am qualified in teaching English, I am not proud of myself being 

exempted from the English Proficiency Assessment. On the contrary, I see

incompetence of my English skills. Luckily, the awareness of my incompeten

in the language has a positive effect upon my English learning and teaching. 

(Participant E, Learner journal, Week 6) 

 

From comments such as this, Participan

d in a special class designed for teachers with high English language 

proficiency, the low linguistic self-rating on the questionnaires raised problematic 

issues concerning her program objectives. Why would she come to Australia

considered herself so far below the desired rating? Why not join the ‘regular’ LPAT

class (Group 1) and be assured of more linguistic skilling appropriate to the LPATE

assessment and career advancement? Why did she opt for an INSET promoted as 

focussing more explicitly on methodology?  Further analysis provided some insight 

into these issues.  
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Linguistic Learning 

articipant E indicated some linguistic gain in three of the five skills 

 and Writing) and no effect in two others (Reading and 

Classro ave a 

  

In the interview, she explained her perceived skill development in listening 

as: 

 

morning and then (.4) um I listen I have uh (.7) attended all the classes in 

n if I 

thing 

ing appeared inconsistent with the 

quantitative assessment of an improvement of .5 to 2.5 (see Figure 5). This 

difference between a post-program numerical rating for skill development and the 

P

(Listening, Speaking

om Language) on fixed-response items (see Figure 5). However, she g

more positive assessment in her journal when she stated: 

 To my surprise, I can see improvements in my English during the 6-week … 

course which is a comparatively short period of time.

(Participant E, Learner journal, Week 6) 

 

 E.....because of the env-the real environment I listen to the radios um every 

English and different accents and then also I can watch I watch tv at night 

actually in Hong Kong I do not have such a habit  ..h maybe if (.5) even eve

I watched a films maybe I will look at the ..h er the subtitles of  (   ) or some

like that but now is the best time is good time for me to get used to the (.5) 

accent and get used to the intonation and pronunciation of English .h and er 

from different people....... I think er I have improved a lot in listening skills 

(Participant E, Interview, Week 4, Turn 25) 

 

This perception of improved a lot in listen
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qualitat

e growth 

s 

 the category of linguistic learning, qualitative data regarding 

perceptions of pedagogic learning conflicted with the Likert-scaled results. The 

n greater. Participant E rated her content area pedagogy and 

her rou  6). 

in 

nt 

E indicated that she had made methodological observations and learnt new strategies 

which s

ot 

nd then ..h we-we get 

 

ive data was important in recognising the different results that can be yielded 

from the different sources. Triangulation was achieved at the point of positiv

recognised in responses on both instruments. However, the extent of the change wa

problematic.  

 

Pedagogic Learning 

As with

disparity here was eve

tines - general effectiveness lower at posttest than at pretest (see Figure

She also perceived no change in routines - general efficiency. According to the 

quantitative data, the only area of perceived improvement was general pedagogy. 

 

While the posttest result indicated no participant perceptions of learning 

terms of pedagogy, in the end-of-program interview and reflective journal Participa

he intended to incorporate into her future teaching. She articulated these 

perceptions as shown in the interview excerpt below: 

E: ..h I think I've so much input from er from the methodology of different skills 

..  we do not er just learn er the skills the language skills and we also get a l

from (.5) um to consolidate our skill in teaching a

something more from the methodology listening skills or ..h like ah I've learnt so

many methods how to teach um efficiently and effectively and and also I've got 

so many ideas from the lecturer and so that I can use in my classroom 

(Participant E, Interview, Week 4, Turn 19) 
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 Participant E voiced her strong learning about pedagogy in terms of so much 

inpu ate our skill; so many methods; 

and so many ideas …that I can use in my classroom. The program affected her 

percept

gy 

al 

 

naire 

stringently. 

 

ching methods, she recognised their 

effects and projected consequential changes to how the methods would engage 

student

e 

se the songs as listening ..h um less during the listening lessons and 

t; the methodology of different skills; consolid

ions of learning regarding the craft of teaching. This positive outcome from 

the educational experience contrasts the apparent downturn in content area pedago

revealed in the quantitative display (see Figure 6). Her description of this person

effect is most obvious at the front of the statement I think I've so much input from er

from the methodology of different skills. However, the participant’s comments 

indicated that her thinking at the time of interview was oriented towards 

methodology. This reflection upon practice may have led to a more considered 

assessment of her content area pedagogy when completing the posttest question

i.e. she had learned more, including enough to assess her pedagogy more 

There are other interpretations including the possibility of ongoing instability in

participants’ monitoring and/or evaluating. However, Participant E’s self-

assessments were paradoxical. While quantitatively a negative impact was registered, 

qualitatively a wealth of learning was evident.  

 

Participant E repositioned herself in the program and at interview as a learner 

rather than as a teacher. In experiencing new tea

s: 

 E: uh for example the (            ) dictation and (       ) it can be used and uh and 

my dictation lesson or reading and listening ..h and also (.5) um the songs w

can u
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dramas dramas is a good tool to to teach to arouse their um their interest and to

get students easier to er involve in my lessons .h and also I think I think ..h um 

language is not er is not a boring thing and and and we should arouse a 

student's interest to get involved in in-in-in to that subject and then they have 

int-they have interest they are interested in it and then they can learn more from

the language= 

(Participant E, Interview, Week 4, Turn 21) 

 

From her com

 

 

ment, Participant E’s understanding of the learning process and 

her v  by the INSET experience. 

Participant E’s oscillation between student and teacher is focussed in her 

metaco

gh)) 

 to look for 

ooks er such as the game books and 

 I 

te a deep reflection that the experienced INSET 

curr ould impinge directly upon a 

participant’s personal pedagogic constructs. The teacher-as-learner had engaged and 

reflecte er 

erbalisation of this were themselves engaged

gnitive shifts of experience in INSET: 

E:…they give us so many activities to motivate us as students ((small lau

and so it's easy for us students to get involved into the classes so I try

.h um many many good books resources b

activity books ..h and also I've got so many ideas from the lecturer and so that

can use in my classroom 

(Participant E, Interview, Week 4, Turn 19) 

 

Her observations indica

iculum prompted. Arguably, such an effect sh

d upon her engagement. The next step in an effect-chain is to project to h

teaching, benefits she had perceived as a student. She has done this by sourcing many 

good books, resources and taking so many ideas to apply in my classroom. Other 
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qualitative evidence from the case study supports the existence of an effect-chain. 

Observations for Group 2 from the researcher’s journal reflected the general degree 

of critical thinking and reflection evident with Participant E and her peers:  

 > Real sign of metacognition of lessons > also incorporating ideas from thi

and my other classes such as 'noisy dictation'. 

(Researcher's Journal, Week 2, Tuesday, 23/7/02) 

s 

’s interview response to new 

peda vities in listening lessons. 

This strong qualitative evidence of positive change for pedagogy was not 

corrobo

gory of learning that was strongly established 

within the qualitative data. As noted in the discussion of Group 1 data, though not 

d in the pretest and posttest, the case study approach opened this 

new ca

  

 (.5) 

d the immersion opportunities of this specific INSET to 

recognise areas of her own cultural learning. She asserted: I've learnt a lot from the 

 

This evidence triangulated with Participant E

gogic input in the form of a variety of dictation acti

rated by the quantitative data.  

 

Culture Learning 

Culture learning is a further cate

initially establishe

tegory to interpretation. Participant E’s interview transcript indicated her 

valuing of culture learning: 

E:..this methodology and culture exchange can help me benefit us or advantage

.h to give advantage for me to to um to develop my language and other skills

I do believe that 

(Participant E, Interview, Week 4, Turn 57) 

 

She appreciate
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Australian culture. Further, her awareness of cultural sensitivities within register was 

part of 

 

 from 

out the data. 

Her g cross-cultural negotiation or 

‘intercu urality’ (Lo Bianco et al., 1999; Scollon & Scollon, 2001) that is evident in 

this con

o 

 money for themselves and maybe but um (.6) what surprises me is that 

 

 their 

y 

t 

(Participant E, Interview, Week 4, Turns 31-33) 

 

her discussion about acquisition and usage of colloquial language: 

E: um (1.0) um the slang (.5) the slang so is um (     )is difficult to remember it's

quite interesting for me to know about their culture the slang um and its ah its a 

kind of communication ...h and and and also I know some its different

young people and old people ...h because I talk to my host parents  

(Participant E, Interview, Week 4, Turn 27) 

 

The importance of living with a host family was repeated through

references support current theorising regardin

lt

text:  

E: =yeah (.6) so and also um the children are so independent um there are tw

children in my fam-in my host family  ....h they are studying and working and 

they earn

I thought um parents do not um give ah any (.4) do not er er I thought 

Australian parents make er this er let the student er make um much freedom to

make decisions ..h but is ah is difference ..h actually um my host parents try to 

give much guidance and much opinions to their children and this make

children not very happy because they are at the teen  they are teenagers  

E:… but er this time when I er when I um cope with the cope with my host famil

..h I saw er quite similar ((E laughs)) to our Chinese culture parents like to ge

in more (        ) in their in their studies and working= 
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The excerpt illuminates what surprises the learner as Participant E moved 

 preconceptions about Australian parents and their teenage children’s freedom 

ake decisions to further reflection upon our Chinese cu

from

to m lture. The learner works 

to ne stralian and Chinese - meet in 

a sphere of identity formation (Lo Bianco et al., 1999). Her own identity and 

concep  

 

d of 

 the excerpt she recognises the opportunity for enhancing skills that the 

hom

r concerns regarding the 

lingu experience. In her interview, 

she ide

le said that er is difficult to get used to the er 

Australian accents ..h but I found  less difficulty this time um (.5) is I-I-I I think 

um

Having identified accent as a problem addressed, she indicated a strongly 

proactive stance on immersion as a means of learning language: 

gotiate a ‘third place’ where the two cultures - Au

tualisations regarding cultural stereotypes are reconsidered in this reflection

upon intercultural issues. The homestay was evaluated positively beyond its cultural

benefits: 

I: so you'd still like to do another homestay if you could 

E: yeah yeah and also I (.5) I think because um this (         ) ah um this kin

lesson um is is trying to consolidate my skills= 

(Participant E, Interview, Week 4, Turns 54-55) 

In

estay situation provides. 

 

Participant E also revealed some specific prio

istic and sociocultural demands of an immersion 

ntified accent as problematic: 

E: ..h and also some peop

 I can understand most of the things from people .. 

(Participant E, Interview, Week 4, Turn 25) 
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E: ...since  I have been attending this course this is my first time to study

and then (.3) I have decided er or I try to ..h to um to to take one class abroad 

every summer it's good for us er it's good for me to lea

 abroad 

rn foreign language 

t environment so I I (.4) believe I (       

) believe that language (      ) language environment is ..h is the best way to 

lea

ountry= 

com

Brita  

valu

on for Participant E’s positive 

regard for the offshore immersion experience. She noted the benefits of using 

languag

nd 

University and in the local community.  

(P

 

t interview and in her reflective journal.  

 

because I try to get um to go er to stay in tha

rn English so I try to attend maybe take a course every year um either in 

Australia or in Britain or other ...h other English speaking c

(Participant E, Interview, Week 4, Turn 41) 

 

The program influenced her motivation to continue learning. Her final 

ment was to attend maybe take a course every year um either in Australia or in 

in or other ...h other English speaking country. This assertion reinforced the

e that Participant E placed upon the immersion model of INSET delivery. 

 

The reflective journal provided triangulati

e in the local community: 

As it is the most efficient and fun way to gain familiarity with the English 

language in an English-speaking country like Australia, immersion in first-ha

language has given me plenty of opportunities to practice English both at 

articipant E, Learner journal, Week 6) 

For Participant E, culture learning had arisen as an important and highly valued

category. This had occurred both a
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Participant E’s strong belief that her experience of INSET had been 

uctive was apparent in the qualitative data and appeared at odds with the display 

er pretest and posttest assessment of perceived learning. Munby's (1999) 

rvation of program evaluation on a teach

prod

of h

obse er education pilot program assists in 

expl

eir 

ey were 

the most thoughtful about the power of the restructured program when they had 

ha emester 

ce 

articipants needed to do well in this INSET’s assessment 

and 

prov

Alth

final

reflections would still have been negatively influenced by examination pressure. 

Also, in terms of evaluating their views of gains in pedagogy, there had been no post-

INSET

d 

f 

aining the contrast: 

Questionnaire data from the exit survey showed that candidates delivered th

harshest criticism earliest-during the focus groups interviews-and that th

d the time to reflect on the value of the extended practicum almost a s

later. (p. 8) 

 

Munby’s observation is especially relevant to such a ‘high stakes’ experien

for INSET participants. P

final results could not be released to students before their departure from the 

ider. Anxiety over results remained high. Timing of the posttest was critical. 

ough the questionnaire was delivered on the last day, it came at the end of the 

 assessment week. If one follows Munby’s (1999) argument, participants’ 

 period that allowed participants to trial new methods in their own classrooms, 

to reflect upon these methods and refine them to their local context. A delayed 

posttest is needed – perhaps one administered 6 to 12 months after the program an

following participants’ return to their classrooms in Hong Kong. Two key factors 

might have negatively affected teachers’ program reflections and self-assessments o

learning in the posttest questionnaire: 
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1. The time factor, which is an intrinsic feature of such intensive INS

and 

2. The high-stakes assessment, which was particular to the LPATE. 

 

The evidence above supports the need for formal provision of multiple data-

gathering tools as a basis for evaluating learners’ perceptions. Analysis of these 

might help providers to gauge more closely the effect of intensive immersion INSET 

on learning. This is an important desig

ET; 

n issue for future INSET and is addressed in 

the model p

 

Dat

learning established in the discussion of Group 1 data and in addressing issues of 

program

 of 

roposed in Chapter 7. 

a from Participant E proved valuable in reinforcing the domains of 

 evaluation. Data from Participant P supported these positive assertions 

regarding the domains of learning and program evaluation. Additionally, analysis

Participant P’s data indicated support for intercultural language teaching in design, 

implementation and assessment of immersion INSET. 
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Participant P 

Data sources for Participant P from Group 2 were pretest and posttest 

questionnaires, a reflective journal, and relevant entries in the researcher’s journal.  

She had more than 20 years of teaching experience and at pre-test was employed as a 

subsidised secondary school teacher. She held a unique status in the INSET cohort 

as she had completed the LPATE program in Australia previously and was returning 

to undertake further study in methodology. As a senior teacher who had already 

passed the LPATE, she had high professional status within Group 2, was respected as 

a learner and reflective practitioner. This level of peer respect was highlighted in two 

incidents.  

 

First, the rest of the class and I were impressed to hear that Participant P had 

already started a reference journal which summarised the methodologies experienced 

each day. This occurred as I was setting the reflective journal as a task within Group 

2's assessment portfolio. We all joked that such a document would be a priceless 

commodity by the end of the program. Participant P and I then easily negotiated the 

inclusion of reflections at the end of each daily entry. She described this as a positive 

experience in the open response section in the posttest where she commented that: 

It (in-service course) has great impact on my teaching style. First, I become 

reflective. Methodology by the tutors opened my eyes.  

(Participant P, Posttest questionnaire response, Group 2, Week 6) 

 

Second, an entry in the researcher’s journal noted that Participant P's seminar 

presentation on the International Phonetic Alphabet (IPA) had drawn a full audience 
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with standing room only. This indicated her popularity and the respect she was given 

by all program participants.  

 

Linguistic Learning 

Pretest and posttest results reflected a high self-assessment overall in terms of 

Participant P’s linguistic skills. This should be attributed to the fact that she had 

results from the previous LPATE to inform her self-assessment. While identifying as 

having improved in Listening, Speaking and Classroom Language, she did, however, 

register a slight drop in her self-assessment of linguistic skills in terms of reading and 

writing (see Figure 7). 
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Figure 7. Pretest and posttest performance - linguistic skills (Participant P) 

 

Topic analysis of Participant P’s reflective journal indicated her learning 

associated with speaking: 

With the shape of the mouth, the movement of the arms and the body, the 

phonetic symbols are exaggerated.  So it is easier to remember.  But the 

important point is to think of a system of my own corresponding to the phonetic 

symbols.  The connection of the speech, the stress and the rhythm are also 

important.  There is so much to learn. 

 (Participant P, Learner Journal, 2 August, 2002) 
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While the acquisition of speaking skills portrayed mid program (above) 

indicated a developmental approach with strong insights about production and 

linkage of sounds, further gains were reflected in the final week. This provided 

triangulation with the gain registered in a positive difference score between pretest 

and posttest (see Figure 7). 

The tutor let us try the intonation and stress first before guiding us to the right 

way of doing it.  I have confidence to teach my students poems in future.  

Though my pronunciation needs improvement but with practice I think I can 

improve. 

(Participant P, Learner Journal, 16 August, 2002) 

 

Participant P’s reflections displayed not only learning in pronunciation with 

greater understanding of technical aspects of speech production such as intonation 

and phonemic awareness. She also recognised her capacity for further learning. Her 

journal reflected a metacognitive awareness that the experienced curriculum had 

provided the requisite tools for independent learning. She also recognised the link 

between personal perceptions of linguistic ability and confidence to teach a particular 

macroskill. Once equipped with perceived content mastery, she could project this 

learning to her own classroom instruction. This affective domain is important for 

encouraging her to experiment with new techniques in her own classroom. The 

perceived confidence that linguistic learning has afforded, could now be articulated 

into classroom practice.  This link between perceptions of personal linguistic skills 

and the affective domain as related to pedagogy is reflected in the content area 

growth in the posttest in Figure 8 below. Now that she feels that she has not only the 

immediate benefit of improvement in speaking skills but also the appropriate tools 
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for continued self-improvement, Participant P portrays a renewed confidence in the 

teaching of this particular skill. 

 

Her epiphany occurred also for listening skills: 

Teaching speaking and listening skills poses quite a problem for me.  Students 

seem unwilling to speak in English.  But interesting topics, appropriate target 

language and engaging in the form of games can stimulate them to speak more 

freely. 

As for listening, students always have the excuse that they don’t understand.  

With all these pre-listening activities, they can complete some easy tasks.   

(Participant P, Learner Journal, 16 July, 2002) 

In this reflection, she has recognised the learner-centred approach applied in the 

INSET. She also has recognised other aspects of the experienced pedagogy such as 

scaffolded learning. 

 

Pedagogic Learning 
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Figure 8. Pretest and posttest performance - pedagogic skills (Participant P) 

Participant P has chronicled and reflected upon methodological input in her 

learner journal. She did this routinely. This provided her with new methodological 
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tools and pedagogical insights that she took to the next step in a ‘Positive Effect 

Chain’ in generalising to her own classroom in Hong Kong. Throughout the learner 

journal, she referred to the program as stimulating her knowledge and reflections 

about teaching. She has critically evaluated the methods introduced and has used a 

strong sense of her own classroom and her Chinese culture to inform decisions 

regarding whether to adapt or adopt them. 

This lesson is enlightening.  Should try to make a lesson plan like this for my 

students. Team work is important to generate more teaching plans.  The 

teachers should work as a team.  I still believe rote memorizing plays an 

important part for Asian students. I will ask them to memorize not more than 8 

sentences at one time.  Also asking the students to memorize their corrections 

works. 

 (Participant P, Learner Journal, 16 July, 2002) 

 

In the entry above, Participant P presents what could be seen as a cross-

cultural paradox. She wishes to innovate and change her teaching style, especially in 

terms of applying principles of team teaching - teachers should work as a team.  

However, she holds a strong belief that rote memorizing plays an important part for 

Asian students. She can be seen here as making critical reflections in her 

reconceptualising of her own pedagogic practices. To assert that this is a decision 

between Asian and Western pedagogies would be simplistic. The following 

discussion on culture learning explores this apparent paradox further. 

 

Participant P perceived her pedagogic skills as high in all areas (see Figure 

8). Gains were only registered only in two areas - content area pedagogy and routines 
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- effectiveness. She ascribed the former to perceptions of personal linguistic growth. 

She believed the latter would support her more effective classroom delivery. For 

example: 

 

Again, the tutor had a good preparation and the worksheet highlighted things 

we should pay attention to.  When I go back to HK, I should throw away the 

textbook.  I should make my own worksheet because different tasks should be set 

to make our students to have a clear concept of what they are doing. 

(Participant P, Learner Journal, 16 July, 2002) 

 

Participant P’s account can be seen according to the ‘Positive Effect Chain’. 

Her observation, reflection and learning from the INSET experience were transposed 

into a personal action plan. Such learning would have affected her perception of 

content area growth and improved effectiveness. As she stated in a final journal entry 

at the end of the program, as a reflective teacher, I should know how to equip myself 

in the 21st century. 

 

Culture Learning 

As with the other participants, cross-cultural learning and reflection has 

proven to be intrinsic to Participant P's experience. The manifestation of this differs 

from other participants in its broader scope. In some areas, it differs also in its more 

deeply analytical nature. These reflections are reinforced by current literature on 

critical pedagogy and ELT in China (Hu, 2002, 2005). After the school visit to a 

private secondary college which espouses a strong Christian ethic in all aspects of 

curricular and extra-curricular life, she posited that: 
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For the Chinese, we are still searching some values which may guide us in this 

modern world.  Confucianism seems to be not appealing.  Religion is alien to 

our nature.  We are at the crossroad and don’t know which way to turn.  

(Participant P, Learner Journal, 19 July, 2002) 

 

Participant P's ability to produce philosophical reflection is aligned to her 

high level of professional experience and personal education. Her prior experience of 

this program included school visits and may also have facilitated her reflection. Her 

recorded comments indicated both in-the moment and in-situ observations coupled 

with reflections based on a similar cross-cultural experience one year earlier. Entries 

in the researcher’s journal provide observations of Participant P’s cross-cultural 

experience as a learner, especially when she was facing new tasks such as peer 

evaluation: 

 

P voiced about how difficult it (peer marking of group participation) was as it 

was so un-Chinese  

(Researcher's Journal, Week 4 Thursday, 8/8/02) 

 

Her capacity to see contrastive elements was apparent also in her comments 

on process writing. Widely seen as a Western pedagogy and trialled recently in Hong 

Kong, she observed variation in take-up and added a cautionary note in the event that 

its use was mandated: 

Starting from next year, our Principal likes us to have process writing.  I have 

tried it several times.  It benefits the students for they have organization and 

fluency in writing.  But sometimes teachers of the same department do not see 

eye to eye with us.  They feel comfortable to use the traditional method.  
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Experience tells me that if they are forced to do something they are unwilling to 

do, the students will be the victim.  I just hope that teachers can still use their 

own method which they think is best for their students. 

(Participant P, Learner Journal, 23 July, 2002) 

 

 In this segment, Participant P expressed her frustration and anxiety with the 

process of change in her school’s institutional culture. She contrasted her eagerness 

to innovate with the dominant pedagogic philosophy operating in Hong Kong - the 

traditional method. Her rethinking of her personal pedagogy included a critique of 

students’ affective predispositions: 

Everyone should have a sense of achievement. Unlike Hong Kong students, they 

sense only failure.  Should cut down the syllabus and should make the task 

simple, easy and relevant.  The key word is repetition. By employing different 

tasks, the lyrics will stay with them. 

(Participant P, Learner Journal, 16 July, 2002) 

  

This reflection on the role of repetition is significant in the light of her 

assertion above that I still believe rote memorizing plays an important part for Asian 

students. Cross-culturally, she is working in the ‘third place’ (Lo Bianco et al., 1999) 

as she examines her own Asian style of pedagogy and the Australian style and 

negotiates a meaningful worldview. Hu (2002, 2005) documented philosophical 

tensions between communicative language teaching (CLT) and traditional Chinese 

pedagogy recommending an eclectic approach. Data from Participant P reflects these 

tensions and emerging eclecticism. She has rejected the traditional method but still 

sees the worth of memorization. She qualifies this disparity by exploring how to 
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include memorization in tasks that are manageable and allow for students to 

experience success: 

Back to Hong Kong, I should slow down the teaching and let the students have 

the same kind of experience.  

(Participant P, Learner Journal, 26 July, 2002) 

 

In negotiating an intermediary space between Asian and Australian pedagogic 

styles, she also reflected upon the process of change at policy level and the 

inconsistencies and frustration that such policy changes can incur for teachers in both 

systems: 

I can see the similarity between HK and Queensland.  It is change for change 

sake.  We, teachers in the forefront, are lost in the sea of changes.  And we 

always do not know what are the rationales behind all these changes.  Then 

another slogan and another changes are watered down. 

(Participant P, Learner Journal, 9 August, 2002) 

 

A stimulus for further intercultural reflection was her classroom observations 

in the TESOL institute. She observed young students from a multitude of countries in 

ESL classes for tertiary preparation. Most students were preparing for entry into 

undergraduate courses and the classes held a high proportion of Northern European 

students. Her journal entries indicate strong reaction: 

The culture differences between Asians and the Europeans or the Americans are 

great.  First, we don’t like to go to the party.  But for them party is great fun.  

Secondly, we, as students, will respect our teachers who transmit knowledge and 

morality to us so we will treat them with some small gifts.  But for the 
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Europeans or the Americans, it is the other way round.  It is some of the tutors 

who throw party for the students.  Maybe it is a way to understand each other.  

Thirdly, the Europeans and the Americans come in and go out whenever they 

like.  I still think students should discipline themselves so as not to disturb the 

class. 

(Participant P, Learner Journal, 19 August, 2002) 

 

The preceding excerpt has a strong and visible comparison top-level 

structure. Its content establishes strong paradigmatic oppositions between Asians and 

Europeans/Americans. The former have attributes that contrast with the latter’s. 

Despite her attempt to rationalise the differences, Participant P concluded with an 

affirmation linked to Asian cultures. A membership category analysis unpacks the 

writer's cultural constructs as shown in Table 7. 

Table 7. MCA of  Participant P’s cultural constructs 
Category Attributes Cause and Effect 
Asians don’t like to go to the party 

respect our teachers 
treat them (teachers) with some 

small gifts 
 

 

I students should discipline 
themselves  

not to disturb the class 

party is great fun 
other way round 
some of the tutors who throw party 

for the student 

a way to understand each other Europeans/ Americans 

come in and go out whenever they 
like 

disturb the class (SRP) 

 

She created a binary between Western and Eastern categories of learners and 

styles of classroom participation. Asians were given attributes of modest behaviour 

and respect for teachers. Westerners were positioned in contrast, as less serious in 

interacting with peers and tutors. They were positioned as less respectful, and more 

likely to disrupt classroom routines. 
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Data from Participant P are indicative of learning in three domains – 

language, pedagogy and culture. This was a view consistent with that from the Group 

1 and 2 data. The reflective journal proved to be a worthwhile tool in both mapping 

experience and assisting in supporting her conceptualisation of a third place which 

mediated her Asian and Australian experiences. For others like Participant P, INSET 

would be designed best when it incorporated a teaching of culture that would be 

more conceptually challenging than has been provided in previous INSET. This is 

addressed in the new model of INSET proposed in Chapter 7.  
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Summary - Learners’ Accounts 

 I taught two of three classes of students who took the INSET. Both groups 

formed embedded cases within the overall case study design. I kept field notes in the 

form of a research journal. My observations and reflections were recorded daily and 

supplemented data provided by learners. The learners’ data were comprised of 

responses to pretest and posttest questionnaires, individual and focus group 

interviews, and learner journals. As described in this chapter, the case study showed 

that learners across both groups perceived growth in terms of the major domains of 

language, pedagogy and culture. 

 

Linguistic Learning 

Learners valued the authentic learning environment provided in the overseas 

experience as a true linguistic ‘immersion’. A key feature of this was that 

interactions with native speakers occurred routinely across a range of discourses 

from academic to interpersonal. Academic interactions with native-speaking 

language instructors trained in INSET provision were valued on two major levels. 

First, learners appreciated instructors’ expertise in providing individualised and 

diagnostic evaluations of their linguistic needs. Provided with the feedback about 

strengths and weaknesses in their English language performances, these mature and 

experienced learners quickly established individual study programs, tailored to their 

needs. Self-access sessions each afternoon enabled learners to engage language 

instructors in learner-directed tutorials in addition to providing a range of library 

resources.  
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Second, learners appreciated the explanations given, both in-class and during 

self-access, of their linguistic production. Instructors, building an academic discourse 

aimed at developing learners’ metalinguistic competence, did this routinely. This 

metalanguage guided learners’ own error analyses. It informed and strengthened 

individual learners’ self-accessed learning. It did this by focussing their discussions 

with language instructors through, for example, enhanced academic interactions 

whereby participants initiated discussions on aspects such as speech production and 

grammar. In addition, learners were able to focus their self-directed learning when 

borrowing audiotapes, grammar texts and journal articles from the institutions’ self-

access facility and the university’s library. 

 

Additionally, learners appreciated the strengths of the linguistic immersion in 

their interactions outside the classroom. These interactions were multiple and 

demanded a range of sociolinguistic applications. This range included: (a) simple 

communicative interactions with community service providers; (b) simple and 

complex interpersonal interactions with homestay providers; and (c) complex 

professional interactions. Participants were eager to negotiate communicative 

interactions with public service providers such as bus drivers, canteen staff and 

swimming pool attendants, and managed life-skill interactions with increasing ease 

and independence across the 6-week period of their program. They operated 

independently in using the English language, widening their experiences and 

confidences and testing their competence on initiatives such as booking regional 

tours, dining out, attending church services and arranging farewell dinners for the 

language instructors and homestay families. 
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Learners recognised in their accounts the more complex linguistic demands 

that the immersion experience had provided. These required sophisticated levels of 

sociolinguistic competence, and were evident particularly in the homestay context. 

They were reported in two closely intertwined areas. The first was about becoming 

familiar with the linguistic pragmatics of various sociocultural contexts. The second 

was about developing intercultural competence. Learners reflected deeply upon 

appropriate language use in social contexts. This extended to considerations of their 

interpersonal interactions and cross-cultural negotiations. For example, the issue of 

privacy and the locking of doors within a home became an area of cross-cultural 

reflection in which learners contrasted their Chinese first culture (C1) with the 

Australian second culture (C2). Also, participants were fascinated with issues 

regarding cultural norms in host family situations such as the issue of gender and the 

execution of home duties and Australian parents’ interactions with and expectations 

of their teenage offspring.   

 

These two areas were recognised also in the data on professional discourses. 

Learners had analysed classroom language as a program component. This was a 

valued activity because it enhanced sociolinguistic insight during classroom 

observations and provided a metalanguage for reflection. Visits to Australian primary 

and secondary schools enhanced what participants had built in Hong Kong, and were 

extending in Australia, as professional discourse. Observing authentic classroom 

interactions reinforced classroom language acquisition and provided a basis for 

personal reflections on their pedagogy. 
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Pedagogic Learning 

Participants in the two embedded cases had worked to different curricula. 

This was due to two factors. The first factor was a response from the INSET provider 

to the difference within the cohort with regard to motivation and assessment 

requirements. The second factor was a response by course designers and language 

instructors to individual learning needs within the cohort. All participants were 

motivated to complete the LPATE. However, those in Group 1 focussed on a need to 

reach, at least, the basic LPATE level of Level 3 across all components, with Level 5 

being the highest (Government of the Hong Kong Special Administrative Region 

(HKSAR), 2000, pp. 1-2).  Those in Group 2 were motivated by a need to gain a 

Level 4 as a threshold achievement for promotional advancement. These differences 

affected curricula. While both groups associated pedagogic gain within the 

experienced curriculum, for those in Group 2, the curriculum focussed more 

explicitly on pedagogy. Participants in Group 2 also were more deliberate and 

attentive to applications of the enacted INSET pedagogy to their own classroom 

contexts in Hong Kong. They provided detailed reflections where the accounts across 

Group 1 were more general. Group 2’s provision of learner journals as part of their 

coursework added to the greater body of reflections they had made on pedagogic 

learning.  

 

Both groups identified two key aspects of the INSET design which they 

considered had enhanced their pedagogic learning. The first was the enacted 

curriculum that exposed learners to different methods. Both groups recognised this as 

a learner-centred approach, though Group 2 provided more detailed description. A 

second key aspect was the visits to Australian primary and secondary schools and the 

 164



 

classroom observations these afforded. The extent of reference by individuals to 

personal pedagogic constructs was wide in both groups and was established in 

analysis of multiple forms of qualitative data. 

  

Culture Learning 

Learners reflected deeply on what language to use in different social contexts 

and how sensitivity to, and knowledge of, intercultural factors affected their choices. 

This was extended to reflections on interpersonal interactions and intercultural 

negotiation - particularly, but not exclusively - in the homestay. Learners saw the 

chain of effect, building their constructs of intercultural and interpersonal 

understanding alongside developing competence and confidence in English language.  

 

As noted in Chapter 2, Australian INSET programs to date have focussed 

strongly on objective culture (boomerang throwing, sheep shearing, bush dancing 

and Aussie BBQs). Often they have taken a culture-general approach. Providers have 

focussed on culture shock and cultural adaptation in issues arising in participants’ 

homestays or school visits. While the study was not intended to generalise findings, 

nor could it, it did show that participants are capable of, and eager for, sophisticated 

reflection on intercultural communication and the development of intercultural 

competence.   

 

In situations where other providers see reason and opportunity to be guided 

by this finding, there may be utility in determining learners’ constructs of 

interculturality when interpreting learners’ motivations and learning needs in 

designing appropriate curriculum and pedagogy. Additionally, course designers need 
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to include teachers’ cultural constructs within the classroom when considering how 

and what they construct as INSET learning environments. Analysing differences and 

similarities in various cultural contexts (e.g. homestays and schools) with a value-

added philosophy is likely to increase the relevance of these environments for both 

learners and providers. 

 

Analysis of data from the case study has supported current theorising 

regarding interculturalist definitions of culture as both ‘objective’ and ‘subjective’. 

Additionally, data have supported theorising regarding the tenets of intercultural 

language teaching (Lo Bianco et al., 1999) and the space for incorporating these into 

INSET design. The move to match intercultural sensitivity and intercultural 

competence with proficiency in language development is important for offshore, 

immersion INSET. Considering that the client base consists of English (L2) teachers, 

most with at least a bachelor's degree in English and with varying experience in host 

language countries, the English language delivery is pitched at a generally advanced 

level. Pedagogic innovations are designed and delivered in the enacted and 

experienced curricula. A linguaculture for the explicit teaching of intercultural 

communication and competence, however, is not a feature of the design of these 

INSET programs. Longer-term study abroad programs incorporating ethnographic, 

sociolinguistic research are beneficial in developing levels of intercultural 

competence (Carr, 2003). Such approaches, however, are not explicit in the much 

shorter, intensive INSET.  

 

Analysis of the case has revealed that its learners have a high interest in 

intercultural issues. They produced accounts of culture learning ranging from the 
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‘objective’ to the ‘subjective’ and from first culture (C1) and second culture (C2) 

comparisons to intercultural exploration. However, the matter of these accounts is 

hidden within the curriculum of INSET. It would be useful to broaden with further 

research the basis upon which providers might make a place and space for more 

explicit teaching about interculturality in INSET and for testing whether this links 

with increased proficiency in English language. Specifically Lo Bianco, Liddicoat 

and Crozet’s (1999) recommendation might be implemented for the teaching of a 

linguaculture, and within a research study context. In any event, the case has raised a 

prospective challenge for researchers and program designers to measure learner 

interest in culture learning and to build it into an intensive, language program.  

 

This chapter has presented data from learners as stakeholders. Two classes 

taught by the researcher formed embedded cases within the INSET case study. To 

gain a more complete understanding of the specific INSET phenomenon, data were 

collected from other stakeholders. They were from two areas within the provider 

institution. The first was from the teaching area and the second was from the 

administrative area. These data are discussed in the following chapter. 
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Chapter 6 - Provider’s Accounts 

In this chapter, results of data are provided from two participants who were 

stakeholders within the Australian institution that provided the INSET case. The first 

was a course designer/language instructor. The second was a course 

administrator/marketer. Sources of data represented here were a video of a listening 

class delivered by the first stakeholder and a concept map constructed by the second 

stakeholder. These sources stimulated recall sessions that were transcribed and 

analysed. Membership categorisation analysis and top-level structural analysis are 

utilised to assist interpretation. Through addition of the provider’s perspectives 

within the case structure, this chapter builds the main narrative. It begins with 

vignettes that provide key information about each of the participants’ focus. 

R:  .. why did I go through this whole long, drawn out introduction. … I think 

the Hong Kong [INSET] students are under a high pressure and anxiety so 

classroom dynamics and a supportive learning environment are very important 

to me.. Because ..the ..the Education Department person was here observing 

classes and there was high tension about that issue. I really wanted them to feel 

comfortable about having the video camera in the classroom.. and I also wanted 

because they're teachers to set an example that teachers are used to observing 

each other. So there are 2 reasons that I went through this whole drawn out 

process and one is definitely for dynamics to lessen anxiety and then to say, 

Look we're watching you but we're also being watched. and that's a key factor 

in.. what I want to say is validity and equity amongst being a teacher trainer . 

We do what they do. 

(Participant R, Stimulated recall interview, Week 5, Turn 7) 
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M: …. but then in the end I decided the overarching issue at the very top was ' 

successful outcomes' and I'd already written that one. I just moved it up. 

I: mm 

M: So it took me a while to get to that.. And then I decided that really in terms of 

successful outcomes, the most important things were, 'maximum enrolments'... 

I: mm = 

M: for what we're able to take and 'successful delivery', which is very broad. It's 

unfortunately not as measurable and specific as 'maximum enrolments' which is 

why there are more stickers under it (jokingly) 

(Participant M, Stimulated recall interview, Lines 17-27) 

 

These vignettes depict people in role. The first is language instructor. She is 

concerned about a parallel between being observed and herself observing. In the 

former, a senior officer with high-level interest in the program had come to view her 

work. In the same week, a colleague (myself as researcher) observed the lesson to 

which she refers. In the latter, she tracked the similarity between her own experience 

in being observed and that of her students in her observations of them. 

 

 The second role is administrator. Her priority is to achieve successful 

outcomes in terms of maximum enrolments and successful delivery. The following 

section situates these roles within the organisational structure of the providing 

institution. 
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The Providing Institution 

The provider in the study was an English Language Intensive Courses for 

Overseas Students (ELICOS) institution attached to a university in Queensland, 

Australia. It was a large, independent, self-funding organisation within the 

university. The institution had two independent structures with two distinct areas of 

administrative and teaching responsibility. Both reported to the institute’s Director. 

One area provided English language proficiency courses for international students 

seeking to meet language competency requirements to enter university. The second 

area provided short-term INSET for ESL/EFL teachers (see Figure 9). At the time of 

data collection, short-term INSET were delivered both onshore in Australia for 

teachers from mainland China, Taiwan, Hong Kong, Korea, Japan and Indonesia and 

offshore for teachers in China and Korea. The Language Proficiency Assessment for 

Teachers (English Language) (LPATE) (Government of the Hong Kong Special 

Administrative Region (HKSAR), 2000) came within the aegis of the second area 

and a designated Director of Studies managed all aspects of administration and 

instruction. 

 

The INSET teaching team and the administrative team were stakeholders 

within the organisational structure of the providing institution. Their organisational 

relationship is exemplified in Figure 9. All parties shown in the structure shared an 

awareness of the financial imperative to deliver a quality and cost-effective program 

with official outcomes in terms of student/client satisfaction. What is not shown in 

Figure 9 is that administrators worked more closely with the Director of Studies and 

program designers. A professional distance existed between the marketing team and 
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the language instructors. This distance was also evident to a lesser extent in relations 

between the teaching team and the administrative support staff. 

 

In this chapter, the provider’s account of immersion delivery of the LPATE is 

explored from perspectives of each of the two sides of the sides of the provider 

structure. These perspectives are important because a tension existed in balancing 

quality program design with cost effective delivery. This tension between quality and 

cost-effectiveness was important as it determined the learning context of participants 

and impinged upon participant perceptions of learning. As such, an exploration of 

these two sides of the provider’s account was justified in a case study design.  Data 

presented in this chapter were gained from participants who represented the two 

sides of INSET provision. They are Participant R and Participant M. 
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Figure 9. INSET provider structure  
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Participant R belonged to the INSET teaching team. She had worked in 

several roles in the LPATE program since its introduction in 2001. Her 

responsibilities included classroom teaching, developing materials, and coordinating 

the program. She had a thorough knowledge of both the LPATE syllabus and of how 

this particular Australian provider had responded. For the INSET that provided data 

for the current study, she was responsible for the preparation, delivery, and 

assessment of two LPATE components. Her prior experience in delivery afforded her 

a strong understanding of participants’ needs as learners. In an industry with a 

strongly casualised workforce, Participant R’s experience and continuity with this 

institution were features of this particular program.  

 

 Participant M was an administrative team member. She also had worked on 

the LPATE program since its inception. Her responsibilities included marketing the 

course, liaising with the Hong Kong agent and Education and Manpower Bureau 

(EMB) officials, and managing client relations and administrative support staff.  

  

Data Gathering  

The hybrid approach used to this point tested experiential knowledge in-situ 

for the learners. In order to determine whether the provider’s perspective provided 

additional and/or different knowledge, stimulated recall was added. Both had prior 

and extended experience in planning and executing INSET and access to this 

required an additional tool. Two different visual stimuli were applied; each relating 

to the different roles the participants had filled in the INSET. In both instances a 

verbal reporting technique was utilised to gather stimulated response data.  
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Participant R consented to be videotaped when delivering a lesson on 

listening skills. The videotape was used as a basis in a stimulated recall session a 

week later. The recall session was audio taped and transcribed. Participant M 

completed a concept map that focussed on ‘what made for a successful immersion 

LPATE delivery’. A stimulated recall session followed as she explicated her concept 

map labels and design with the researcher. This recall session was audio taped and 

transcribed also.  

 

In analysing the transcripts from the audio taped recordings, I used an 

iterative, interpretive approach through which “researchers induce themes from the 

text itself” (Ryan & Bernard, 2002, p. 780). This approach proved useful in gaining 

insights into participants’ conceptualisations of elements of INSET, and also in 

critically evaluating the two research tools used. As with previous interview 

analyses, the interactional dynamics of each recall session are explored. Membership 

categorisation analysis (MCA) and top-level structural analysis also proved useful. 

Specifically, MCA provided a means of understanding how a teacher saw herself and 

her learners (Freebody, 2003; Lepper, 2000; Sacks, 1972; Sacks et al., 1974; 

Silverman, 1998) and top-level structural analysis revealed how an administrator 

clustered her knowledge into a coherent account (Bartlett, 1978, 2003; Meyer, 

Young, & Bartlett, 1989, 1993) 
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Language Instructor - Participant R 

 A videotape of one of Participant R’s ‘Listening’ lessons with Group 1 was 

the visual stimulus used for a recall session. The listening lesson was conducted in a 

90-minute session held during Week 5. The application of stimulated recall 

replicated an earlier study exploring teachers’ perceptions of methodology 

(McMeniman, Cumming, Wilson, Stevenson, & Sim, 2000).  As researcher, I 

observed a lesson that Participant R had jointly devised with other course designers 

and had already taught to another group within the LPATE cohort. A week later, we 

met to replay the video and tape-record her observations regarding 'any points of 

methodological interest' during the viewing. Participant R used the remote control to 

pause, stop and rewind as she thought appropriate. As the lesson itself was 90 

minutes, the cassette tape ran out by the time she had discussed the first phases of the 

lesson. At that point we stopped as I considered that enough data had been gathered 

and the participant was tiring. 

 

Analysis of the interview’s interactional dynamics assists in identifying the 

social context of the recall session. The two participants interacted as native-

speaking and familiar teaching colleagues (see Table 8) of a similar age. Both had 

teaching experience in China. Power balances were intricate. Participant R held 

seniority in the current course due to her role as designer and her length of 

employment with the institution. However, she did not have primary or secondary 

classroom teaching experience and, at times, deferred to the researcher and other 

colleagues on issues related to classroom pedagogy. Participant R had some tertiary 

teaching experience in Applied Linguistics, had presented at TESOL conferences, 

and showed a keen interest in academic work and research. The interview data 
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reflected some tensions in regard to Participant R’s self-presentation to a colleague 

as a teaching professional and as an aspiring academic. However, the recall session 

was open and frank. This is attributed to both a level of interactional comfort and to 

the control the participant had over the stimulus and discussion in the recall session.  

Table 8. Interactional characteristics of interview (Participant R) 
Characteristics Interviewer Interviewee 

Role in the study Researcher/teacher Research participant/ teacher 
Role in the INSET Language instructor  

(Group 1) 
Course designer  
Language instructor  
(Group 1 & 3) 

English proficiency English L1 English L1 
Teaching background Secondary schools (Australia & 

Hong Kong) 
LPATE course design & 
teaching (Hong Kong) 

ESL at academic institutions 
(incl. China) 
LPATE course design & 
teaching (Australia) 

Academic background Doctoral student Masters 
Gender Female Female 
Age Early 40s Late 30s 

 

Analysis of the interview data revealed three key areas of interest in the 

course designer/language instructor’s account. These were her: (a) valuing of the 

affective domain in learning; (b) evaluation of the efficacy of the teaching strategies 

applied; and (c) construction of learner identity. 

 

Affective Domain in Learning 

In justifying her introduction to the lesson, Participant R reflected a high 

degree of empathy with her students, recognising the high-stakes nature of the 

program and assessment: 

I think the Hong Kong (INSET) students are under a high pressure and anxiety 

so classroom dynamics and a supportive learning environment are very 

important to me. 

(Participant R, Stimulated recall interview, Week 5, Turn 7) 
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She also recognised the importance of institutional influences reflected in the 

document analysis in Chapter 4 and their affective impact. Even though the teachers 

were offshore, they were monitored by their Hong Kong employing body – the 

Education and Manpower Bureau (EMB). At the time of this class the education 

department person was here observing classes and there was high tension about that 

issue. The government representative met with representatives from the provider and 

with teachers from the program. Although the EMB visit was conducted amicably, 

the tension amongst participants as recognised by Participant R was evident. The 

timing of this EMB visit clashed with an assessment-intensive week and so 

exacerbated anxiety levels amongst participants (Researcher Journal, Week 5).  

 

Participant R oriented to the affective domain in her explanation of the 

presence of the researcher and video camera in detail to the class when introducing 

the lesson. She justified this inclusion: I really wanted them to feel comfortable about 

having the video camera in the classroom…for dynamics to lessen anxiety. A second 

justification was made in terms of the professional development afforded her by the 

videotaping. She said: look we’re watching you, but we’re also being watched. She 

justified this approach in terms of validity and equity amongst being a teacher-

trainer. She conducted the long introduction of the video camera in order to explain 

that we do what they do. Her intention here was to model an appropriate response to 

a professional development intervention. She hoped that by representing the 

videotaping as a professional development exercise, it would encourage a positive 

response from the Hong Kong teachers to the various interventions that this INSET 

had introduced. 
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The next phase of talk revisited the issue of learners’ anxiety about 

assessment. She noted that another language instructor had given back the reading 

assessment results. People were waiting and expecting the results in that particular 

class. Participant R noted her own heightened anxiety over the distribution of test 

results in the last week of the program: 

There were a couple of issues with that. I (original emphasis) was really nervous 

about handing back the listening assessments because many people had failed 

and the issue of failure is such a dramatic issue for these teachers that I was 

really scared about handing back that information before a class knowing that I 

would lose them and also that after this class they were having another 

assessment and so just to lessen the blow. And so methodologically, it’s going 

back towards that anxiety but also my own personal fear that . um.. I would lose 

them for the lesson so I was trying to keep the lesson… 

(Participant R, Stimulated recall interview, Week 5, Turn 9) 

 

In this extract, Participant R displays a heightened awareness of the affective 

domain in both learning and teaching. As in the previous extract, a high degree of 

empathy with her students is evident. Here, she acknowledged the critical effect of 

test results on the participants’ professional standing as teachers and their 

employment status. She anticipated the possible disruption to learning that the return 

of results may bring and plans the phases of her lesson accordingly. She personalised 

this understanding in terms of possible effects on her own professional self-concept. 

Her perception of herself as an effective teacher is linked to her ability not to lose 

them for the lesson so she justified her structure of the lesson accordingly. 
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Teaching Strategies 

Throughout the stimulated recall, Participant R displayed a high degree of 

metacognition in analysing her application of teaching strategies. She related these to 

her personal philosophy and to the requirements of this particular INSET. In an early 

phase of the videotape, she discussed the techniques she used to elicit information:  

R: … so doing the classic eliciting (original emphasis) where … instead of 

telling them the name=what the video is going to be about I want to help them 

guess and predict and use some creative thinking …. So all that technique right 

there by looking at the suffix is my way of eliciting information 

(Participant R, Stimulated recall interview, Week 5, Turn 11) 

 

In this excerpt, she relates her application of strategies such as predicting information 

and finding contextual clues. However, in the same turn, her discussion returned to 

test preparation and anxiety. She linked strategies to the affective domain of learning: 

R: My way of eliciting information and eliciting a group response and …the 

idea of taking risks. A lot of the times in listening, people are afraid to take risks 

and this is a test prep course where in order to help them survive this test 

experience where they only have one time listening to the tape player and the 

tapescript, they have to be willing to take risks even though they’ve got a 

niggling doubt….so a lot of the listening lesson is trying to get them to shout out 

…guesses to affirm guesses that are partially correct. 

(Participant R, Stimulated recall interview, Week 5, Turn 11) 

Participant R positioned her role as to help them survive this test experience. She 

recognised the instrumental objective of this INSET was test prep (preparation).  Her 

strategy was to increase their risk-taking in support of their learning. 
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A few turns later, she revisited the issue of teaching strategies and explained 

her application of schema theory and learning styles theories:  

R: Ok in most of the listening classes that we develop here (original emphasis), 

we believe that pre-listening and what we call background schemata or 

activating background schemata is very important for people to grasp onto 

authentic listening  

I: mm 

R: So the three questions that are on a worksheet which I've handed out are to 

generate ideas and this is again to help with prediction 

I: mm 

R: um so the directions I wanted to give them I handed out the piece of paper 

through err.. the 3 questions are written and then I'm also saying them aloud 

and I'm giving more details and that's also something that I believe in is through 

different learning styles 

I: mm 

R: Some people really just wanna read that questions themselves other people 

wanna hear me read them aloud so I'm just trying to attract their attention to 

those 3 questions and keep them focussed on it. The time limit is that it's a timed 

class they've got a lot to get through and also I've found that by giving them time 

limits, they usually jump into the conversation much faster rather than if you 

say, "OK. Now discuss". 

(Participant R, Stimulated recall interview, Week 5, Turns 19-25) 

In this excerpt, her focus on teaching and learning strategies is articulated in 

detail. Specifically, she reported on the structuring of the tasks and justified her use 
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of time limits in stimulating discussion and enhancing prediction skills. She also 

linked this to schema theory and authentic materials design. 

  

In discussing her approach to group work, Participant R emphasised her learner-

centred approach: 

R: I'll fast forward through this and I'm just going from group and I think 

teachers often set tasks but then they have to help and encourage and make sure 

each group is following the task. And that gives some people the feeling that 

there's individual attention happening. 

(Participant R, Stimulated recall interview, Week 5, Turn 29) 

She applied the strategy of moving around the room and visiting each group. She 

recognised this as a need both to motivate the various groups and to provide 

individual feedback. 

 

 Her learner-centered approach was highlighted in the different skills and 

aptitudes that she recognised her learners had brought to this lesson: 

R: It's very hard.. for people because some people are naturally excellent 

listeners and they can pick up a language and than other people no matter how 

hard they try... listening just is like this absolute foreignness to them and it’s 

people who are musical and people who aren't musical so working in a whole 

group like this I think.. Listening is different from other.. group activities ( ) 

different skill areas where you can work together to get meanings and you can 

create jigsaw listenings and things like that but when you're studying for a test 

it’s really just about the exposure and building up all the skills of prediction of 

being able to listen to it and pick out the answers themselves and see how well 
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they go. So I think that's why it's a much more individual …. Because you just 

have to do it individually to improve = 

 (Participant R, Stimulated recall interview, Week 5, Turns 169-173) 

In this excerpt, Participant R reasons that her selection of strategies was to support 

the examination focus of the INSET case. She recognised the tension between 

collaborative learning and individual assessment. Her approach to the structure of the 

lesson and the strategies applied was justified in terms of this tension. 

 

This tension between her personal philosophy of an interactive, learner-centered 

approach and the teacher-centeredness of this lesson had been noted in an earlier 

excerpt:  

R : whoops um I just wanna just say at that point that I just started noticing that 

there's a lot of teacher talk going on and I feel and maybe that's cause I'm fast 

forwarding but it's a lot less group discussion and pairwork & things that I'm 

used to and I think listening lessons tend to be that way ? 

I : yeah 

R: I was just thinking about how different it is from the speaking lessons 

I : mm 

(Participant R, Stimulated recall interview, Week 5, Turns 63-66) 

The video stimulated reflection on her teaching strategies. She observed teacher talk, 

the large quantity of which conflicted with her learner-centred philosophy. She 

attributed this conflict to two things. The first was the technical aspect of having fast-

forwarded sections of the tape. The second was the difference in style between her 

speaking skills lessons and this listening skills lesson. 
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 In a later excerpt, Participant R reinforced how the assessment-driven nature 

of the LPATE was a factor influencing her teaching style in this lesson. She saw this 

influence in her overt focus on correctness and the allocation of marks. These were 

not part of her preferred repertoire, but she had adapted in order to meet syllabus 

requirements and in responding to students’ needs: 

R: OK, so what I'm doing here is I'm taking almost everybody's answers and I'm 

writing them up on the board and the reason why I'm doing this and I'm putting 

ticks or question marks or crosses and I would not (original emphasis) normally 

do this in a non- assessment- based course= 

I: mm= 

R: but these particular students are obsessed with what's correct and what's not 

correct and what would be counted as a half point and what wouldn't be and 

this is a technique that helps them that if I actually take their words and I put it 

up on the board and we look at it and we look at, 'Is it too much detail, is it 

answering the question or not?'. This really gives them the security that they're 

able to look at the questions and answer them. It's not my preferred method 

(original emphasis) of teaching listening but for this particular course and these 

student needs um I think that's what's required= 

(Participant R, Stimulated recall interview, Week 5, Turn 175 - 177) 

In these turns, she explicates the tension between her preferred teaching style and the 

requirements of the LPATE. As a provider of the INSET, she needed to tailor the 

course design to the requirements of the external body to which she is responsible - 

the Education and Manpower Bureau (EMB).  
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The visual stimulation of the videotape provided evidence for the success of 

another goal in fostering students’ turn-taking strategies: 

R: So at this point I can see just by looking, it's interesting,  by looking at their 

body language that they really do well at listening to each other and turn-

taking. I mean these are the things that we're trying to encourage all the time.  

I: mm 

R: But that they're involved in the lesson  

(Participant R, Stimulated recall interview, Week 5, Turns 41-43) 

She interpreted body language as supporting interactive skills and engagement with 

the lesson.  

 

 She addressed the issue of lesson design and the deliberate construction of the 

various phases. This was related to genre theory: 

R: and (5.) But again using their prediction that the first part's gonna be the 

introduction and the second=last parts gonna be the conclusion it's just using 

on their BASIC knowledge that any time they approach a text 

I: mm 

R: They they have rules. There are generic genre rules to essays 

I: mm 

R: And those rules can be applied to discourse in a TV report 

I: mm 

R: Especially a scientific research report which they know this is going to be 

(Participant R, Stimulated recall interview, Week 5, Turns 71-77) 
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She appreciated the need for guided repetition of the listening material and structured 

this against a mapping of the generic structure of the lesson. She returned to this 

issue of genre later in the recall session when she discussed her mapping of notes on 

the whiteboard: 

R: yeah alright So the whiteboard layout is I'm setting it out like an outline to an 

essay and that's to try to keep the metaphor that this audio discourse video 

discourse is very similar. Quantum runs it as little scientific essays but they're 

just in video format. So I've got Roman numerals for the introduction, part 2, 

part 3, part 4 and part 5 which would be the conclusion And then in one column 

I've got the labels the main headings of those parts and then a step a column to 

the right they're not ....line columns but just spatial columns, I have the details 

and I'm putting in note forms from cause and effect to help the people 

understand the general gist. … The picture I had in my mind is that by the end of 

the discussion where we have part 1 part 2 part 3 part 4 they can see there's a 

complete unit to this whole story with basic paragraphs. Or subheadings and 

sections to try to help them with organisation and cohesion in their thought 

processes… 

(Participant R, Stimulated recall interview, Week 5, Turn 125) 

 

 This excerpt reflects a sophisticated degree of lesson and course planning. 

The listening task was utilised to support work undertaken in the writing skills class. 

She adopted a cognitive approach to this work, utilising schema theory. An 

awareness of learners’ cognitive processes was evident in supporting organisation 

and cohesion in their thought processes. Learner cognition was recognised in issues 
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such as spatial representation, top-level structuring (cause and effect) and the 

application of schema theory.  

 

In her discussion of teaching strategies, Participant R has elucidated her 

personal philosophy and the requirements of the LPATE as well as any dissonance 

between the two. She has displayed a high level of analysis of her course and lesson 

design. Additionally, she has shown a sophisticated level of understanding of her 

learners and their learning needs. 

 

Construction of Learner Identity 

Participant R ascribed learners’ reluctance to take risks and shout out guesses 

to their anxiety about assessment. However, while researcher observations and 

student data agreed with Participant R’s evaluation of stress levels, the disinclination 

to shout out guesses may reflect other influences. Culturally, traditional Chinese 

learners are not disposed to shouting out in class. Such action would be seen by 

many as disrespectful to the teacher and antithetical to the classroom collective. This 

is reinforced by Participant P’s criticisms of other students at the ELICOS institution 

(see Chapter 5).  

 

Traditionally, participants’ experiences of a Chinese classroom would have 

depicted the environment as a didactic space where teachers speak and students 

listen. Although Hong Kong is currently undergoing a process of curriculum reform 

with a stronger focus on learner engagement, learners in this INSET are adults with a 

more traditional experience. While their stress may have contributed to a reluctance 

to shout out guesses, culturally derived learning styles also may have been an 
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influencing factor. She returned to this issue later in the transcript when reflecting 

upon another phase of the lesson in which she portrays Group 1 as weaker than the 

other LPATE class: 

 R: And again it’s a quiet class it interesting compared to (another class) where I 

don’t have to wait so long and I don’t have to ask the questions..and I think 

that’s partly their hesitation with speaking= 

I: mm= 

R: I’m not sure if they’re like this in other=I’ve seen then=and I’m not sure if 

they’re like this with other teachers but they’re really hesitant to throw out their 

answers and I think there was a big divide in that class into people who could 

understand and they didn’t want to show off and that was a kind of a..= 

I: mm= 

R: and between the weaker people who were really just struggling to understand 

what were the directions so I kind of think it was a big divide in that..but er I 

mean although this is difficult for them I think that they needed to work through 

it and just keep going 

(Participant R, Stimulated recall interview, Week 5, Turns 153-157) 

In this excerpt she suggests that many of the learners had understood and would have 

provided a response if they had not been inhibited. She ascribed this reluctance to her 

perception that they didn’t want to show off rather than to cultural constructs 

regarding appropriate classroom behaviour. 

  

Membership categorisation analysis (MCA) was applied to further investigate 

this decision to orient to individual rather than collective constructs. In her 

positioning of her learners throughout the stimulated recall, Participant R never 
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ascribed them the category of ‘Chinese’. They are categorised as teachers, learners, 

people, students, participants, group, weaker class, quiet class, listeners, them, 

slower class. Only twice in the entire transcript did she refer directly to her students’ 

linguistic and cultural background. The first instance was the opening phase when 

she gave them the category of Hong Kong (INSET) students. The second was in the 

final phase of the audiotape:  

R….And a couple of these people are just not willing to guess because they’re 

such insecure learners. And they’re such learners that say, “If I’m not correct I 

don’t want to make mistakes so therefore I’m just not going to do anything, I’ll 

passively sit here. 

I: mm 

R: But in the test they can’t do that they have to be active so it’s really kind of 

changing also cultural learning= 

I: mm 

R: I think in listening 

I: mm 

R: You can’t just nod in the test (laugh) you gotta produce something... 

(Participant R, Stimulated recall interview, Week 5, Turn 267-273) 

 

Frustration with her learners’ test-taking strategies is evident here. An MCA 

analysis of this excerpt (see Table 9) indicates her application of attributes such as 

not willing to guess with causal substantiations such as insecure learners. She argues 

for active learning and test-taking strategies as a rejection of the passive attributes 

ascribed to the learners. The excerpt is significant in that this is the only instance in 

the recall session where she attributed learner behaviour to cultural differences. 
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Participant R constructed students’ reluctance to guess (on an examination) as a 

cultural learning. While orienting mainly to judgements based on learners 

categorised as insecure, she makes a link to intercultural issues. This is not 

explicated.  

Table 9. MCA of learner constructs (Participant R) 
Category Attributes Cause and effect 
Couple of these people not willing to guess insecure learners 
Learners If  not correct, don’t want to 

make mistakes 
• not going to do anything 
• just passively sit here 

 

Participant R’s account rarely privileged constructs such as culture and first 

language. The absence of these issues may reflect her strong social justice 

background. In several points in the transcript, she suggested this. The first was her 

promotion of equity in the first phase of talk. This was reinforced by researcher 

observations where Participant R expressed interest in social justice groups and 

issues.  

 

The second point in the transcript was where she discussed giving people 

ownership of learning through sharing power or having the advantage of being the 

person in control in the classroom. She justified the topical selection of the content 

of the videotape ‘Parentese” as the only way certain people in the class get to be 

experts is biological and by age. In the classroom context she encouraged learners to 

share whether they were parents or aunts and uncles so as to empower them as 

experts.  

 

A third orientation to a personal philosophy rooted in social justice principles 

was where she discussed her body language when monitoring group work.  
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I do a lot of kneeling. I’m looking at my body language at this point 

(laugh)’cause I hate towering over people who are older than me especially. I 

find it really disrespectful. (laugh) 

(Participant R, Stimulated recall interview, Week 5, Turn 31) 

 

A fourth instance was where she referred to her belief in positive affirmation 

which she argued was part of her style. She reflected on whether she might be 

overboard with positive affirmations but justified their use: I think it’s just good 

you’ve given a response. This reinforces her strong commitment to the affective 

domain of learning. It links to her earlier fear of giving bad news in returning poor 

assessment results. In justifying her error correction technique, she argued that 

instead of saying coming out and completely saying ‘you’re wrong’ I was doing more 

the positive affirmation. Her concerns regarding learners’ self-concept and anxiety 

levels were linked to her application of positive affirmation as a strategy. 

 

For Participant R, a socially-just classroom may be one where cultural 

constructs are removed under the ethos of individual agency. MCA assists here in 

applying the notion of standard relational pairs (SRPs). The interaction midway 

though the transcript reflected her self-categorisation as ‘native’ and the associated 

SRP would be to categorise her learners as ‘non-native’. 

R: so I think that sometimes my directions I think watching myself are 

overstated. To me at least as a native 

I: yeah 

R: but I think that within the class I’m getting the weaker students to say well at 

least I understand what SHE’S saying (laugh) 
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(Participant R, Stimulated recall interview, Week 5, Turn 89-91) 

 

As a native speaker, she critiqued her use of language in providing directions 

as exaggerated. The SRP of learners as ‘non-native’ was reinforced with her 

justification of the elaborate instructions in terms of her students’ linguistic ability. 

Her construction of her professional identity was linked to the identity that she had 

built for her linguistically weaker, ‘non-native’ students. 

 

In this transcript, Participant R worked hard to construct her learners and the 

classroom experience as ‘culturally free’. She avoided representing her learners as 

‘Chinese’ and only once referred to herself as ‘native’. She made only one causal 

link between cross-cultural issues and learning in a brief reference to ‘cultural 

learning’. This contrasted with the learners’ data which had prioritised cross-cultural 

issues in their constructs of learning. 

 

Paradoxically, Participant R’s teaching modules and materials reflected a 

sophisticated level of cross-cultural understanding of her learners’ linguistic and 

pedagogic needs. Participant R was fluent in Mandarin and had extensive on-site 

experience in mainland China. In her program design, for example, units and tasks 

focussed on specific areas of difficulty for Chinese L1 speakers of English. The 

linguistic level to which the curriculum was pitched also reflected a subtle and in-

depth understanding of both the LPATE syllabus and learners’ specific needs.  

 

Pedagogically, learner reflections reported in Chapter 5 confirmed that the 

enacted and experienced curricula had satisfied professional development needs. 
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Learners revealed that not only had they been exposed to new and innovative 

methods, but they also appreciated the materials’ relevance to the current Hong Kong 

curriculum and to trends in the upcoming Hong Kong curriculum reforms. There is a 

disparity between Participant R’s construction of her learners as revealed in her 

stimulated recall, and her construction of them in her program design. 

 

Participant R was committed to success in a delivery of the LPATE as an 

immersion INSET. She aligns with the administrator in this goal (see below) but her 

focus, naturally, was dedicated to teaching and learning. In the particular recall 

account, analysis reflected Participant R’s interest in the affective domain in 

learning, evaluation of the efficacy of the teaching strategies applied, and 

construction of learner identity.  

 

Discussion of Participant M’s recall data is relevant so as to capture the focus 

of the other arm of the institutional structure. 
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Administrator - Participant M 

Participant M’s account of INSET was gathered through a stimulated recall 

interview centred on a concept map she had constructed to depict her view of what 

contributed to a successful program. Participant M had a high level of industry 

experience with this and similar ESL/EFL immersion programs. As a senior 

administrative team member, she had worked on most INSET run by this provider, 

including the LPATE. As an administrator since its first delivery three years before, 

she had a thorough knowledge of LPATE policy and of this ELICOS provider. Her 

prior experience included course marketing and management in all phases from 

conceptualisation through implementation, evaluation and replanning, to final re-

implementation. She had represented the institution’s LPATE involvement in: 

1. Liaising with officials from the Hong Kong government;  

2. Marketing and liaising with the Hong Kong agent; 

3. Managing client relations and administrative support staff; and  

4. Reporting to the institution’s Director.  

 

Her experiential knowledge of the administrative processes involved in 

INSET and the LPATE program in particular provided a relevant background as an 

administrative stakeholder. Additionally, this extensive experience in delivery 

afforded her a strong understanding of the other stakeholders within the institution. 

This included notions of program design and the learners’ needs. The interface 

between administrative knowledge and curriculum knowledge as displayed by the 

administrators/marketers of INSET delivery and perceptions of clients’ needs as 

learners were of particular relevance to this study. 
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An iterative, interpretive approach analysis was used to deconstruct 

Participant M’s transcribed stimulated recall. In this approach, “researchers induce 

themes from the text itself” (Ryan & Bernard, 2000, p. 780). This approach to text 

analysis proved useful not only in gaining insights into the participant’s 

conceptualisation of elements of INSET, but also in interpreting the impact of the 

research tools upon the data-gathering process. Additionally, top-level structural 

analysis was applied to reveal how she clustered her knowledge into a coherent 

account (Bartlett, 1978, 2003; Meyer et al., 1989, 1993). Working within a 

constructivist framework, the concept map and interview process were used to 

foreground her viewpoint.  

 

In producing her concept map, Participant M was looking at elements of 

successful provision of … a teacher professional training course/in-service training 

course as an Australian immersion. The finished product was constructed originally 

with labels stuck onto a blank manila folder with arrows and connecting phrases 

joining them. The electronic rendering of this concept map into the form of an 

organisational chart in Figure 10 did not reflect some of the synergies drawn as 

Participant M had looped arrows on the original. These are described textually as 

part of the report here. 

 

Analysis of the interactional dynamics of the interview assists in identifying 

the social context of the recall session (see Table 10). The two participants were 

native speakers who interacted socially as well as professionally. They shared a 

background and interest in working in international education, both in onshore and 
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offshore contexts. The data-gathering process involved the use of social time and 

reflected the high level of comfort in the interaction. 

Table 10. Interactional characteristics of interview (Participant M) 
Characteristics Interviewer Interviewee 

Role in the study Researcher/teacher Research participant/ 
administrator 

Role in the INSET Language instructor  
(Group 1) 

Course administrator/ marketer 

English proficiency English L1 English L1 
Professional background Secondary schools (Australia & 

Hong Kong) 
LPATE course design & 
teaching (Hong Kong) 

International education 
administration at various higher 
education institutions. 

Academic background Doctoral student Bachelor’s degree 
Gender Female Female 
Age Early 40s Mid 30s 

 

The concept map process for Participant M involved three steps. First, the 

researcher explained and modelled the concept during a shared car journey. Two 

nights later, Participant M completed the concept map in a 30-minute session in her 

home.  She then telephoned and I immediately visited her at home for a 40-minute 

taping of her account. This process reflected the realities of Participant M’s 

availability. She was in Australia only briefly between international marketing trips.  

 

Gass and Mackey (2000) noted Bloom’s (1954) argument that “recall 

accuracy” diminishes significantly in proportion to the length of time to pass 

between the event and the stimulated recall – “generally 48 hours” (Gass & Mackey, 

2000, p. 18). This warning informed the data gathering for this study in that 

Participant M was interviewed immediately. The immediacy of the interview with 

Participant M allowed a high level of recall accuracy. She produced a coherent 

concept map (see Figure 10) which she explicated well in the subsequent interview 

session, showing through some minor adjustments as she spoke that she was 

attending to the task and rethinking its depiction. 
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Her approach to the task cognitively followed a top-level structure format of 

the conceptualisation of information (Bartlett, 1978, 2003). First, she used listing as 

an organiser as she itemised key features of successful INSET delivery and generated 

labels for each. Second, she applied a cause and effect top-level structure as she 

clustered and arranged the items as a concept map. The interview highlighted this 

cognitive processing as she explained her change in top-level structures from listing 

to cause and effect. She used the categories generated in the original list to instantiate 

content into causal relationships as the map. Her map design and her explication of 

the causality between categories followed a strongly hierarchical structure as Bartlett 

(1978) and others (Meyer et al., 1989, 1993) indicated it should. It followed logically 

from her focus on outcomes.  

Promotional material -
accurate and available

Promotional seminars -
well attended

Good communication with agents

Effective promotion

Cost effective delivery

void

Maximum enrolments

Homestay arrangement
successful

Good PR -
future enrolments strong

Useful/positive school visits

Student satisfaction -
positive evaluations

Minimal dramas

Assessments / results
provision on time

Student Results:
all pass

Minimal curriculum changes

Hong Kong Government happy

Positive moderation visits

Experienced staff

Successful delivery

Successful Outcomes

 

 

Figure 10. Concept map of successful INSET provision 
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Successful Outcomes 

In explicating the construction of the map, Participant M first discussed her 

organising framework. Initially, she had started with a top three of effective 

promotion, successful delivery and assessment and results. Her justification for this 

was that this was a chronological framing with initial course promotion followed by 

delivery and then results. The results were viewed as follow-up including post-course 

assessment. However, she reconsidered this structure before pasting down the labels. 

Her decision was to change to the cause and effect top-level structure with successful 

outcomes as an overarching issue. 

 

With this new organisational structure, she decided that most important labels 

under the overarching header of successful outcomes were maximum enrolments and 

successful delivery. These had strongest causal links to successful outcomes and so 

the cause and effect top-level structure was instantiated with specific content. She 

also argued that these were fairly equal successful outcomes. In teasing out these two 

major factors as sub-headings and causal organisers, she recognised that successful 

delivery was not as quantifiable as maximum enrolments. Participant M accounted 

for the visually unbalanced nature of the map’s branches from these two organisers 

by stating that successful delivery was very broad and difficult to measure which is 

why there are more stickers under it. The following discussion details Participant 

M’s explication of these two major sub-headings.  

 

Maximum Enrolments 

The sub-branches under maximum enrolments originally were organised in 

reverse order and Participant M’s decision to place these features causally as 
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outcomes reflects her cause and effect top-level structuring. With this came a feeling 

that she should reorder them hierarchically. Accordingly, she argued that effective 

promotion and cost effective delivery should be placed below maximum enrolments. 

She perceived the major outcome of effective promotion as good communication with 

agents. The two factors that she attributed to this were accurate and available 

promotional material and well-attended promotional seminars. In her cognitive 

frame, the concept label well-attended promotional seminars formed a direct link 

back to maximum enrolments. These issues of promotion and marketing did not lead 

to further distinction and were not linked by Participant M to any other labels on the 

map.  

 

Cost effective delivery related to maximum enrolments because if you’re 

delivering to less than your potential (number of clients) obviously it’s going to cost 

you more. This factor was not broken into any further sub-branches in Participant 

M’s account nor was it isolated to maximum enrolments. In contrast with effective 

promotion, it was perceived as having direct links to sub-branches of successful 

delivery. A binary was not established between these two major organizers. Rather, a 

synergy was woven between them. Direct links that facilitated this synergy were 

minimal dramas and successful delivery with Participant M adding minimal 

curriculum changes as an afterthought in the interview. She accounted for this with 

the argument that dramas are what cost you money and that it’s curriculum 

development that costs you a lot of extra money. These links provide the strongest 

account of financial gain as a factor for success from her viewpoint. All the concepts 

under maximum enrolments were financial in terms of marketing - 'selling' the 
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program and gaining revenue from enrolments. These naturally evolved from her 

administrative role and are consistent with expectations of this perspective. 

 

As stated earlier, the link within the concept map which ties maximum 

enrolments and successful delivery is the concept label cost effective delivery. When 

explicating the branchings from successful delivery, Participant M added a further 

connector and this was that minimal dramas contribute to student satisfaction. The 

causality here was that a little drama …can cause a really big issue and really 

impact badly on your student perceptions. This was woven back into the synergy 

between enrolments and delivery as she later related student satisfaction to value-

adding in terms of good PR for the course which should result in strong future 

enrolments. The logical connection from here was to maximum enrolments. The link 

illustrated the close relation between business and curriculum elements. Satisfied 

students were positioned as satisfied clients able to promote the educational product 

to peers. This was seen as increasing the institution’s profile and prospective market 

share. 

 

The financial aspect of perceived success is an important thread in the 

tapestry of INSET in the international ESL marketplace. It highlights the difference 

in focus between administrators/marketers and course designers/language instructors 

and the possible influence this can have on stakeholder interactions. Course 

designers for INSET generally adopt a reflective, cyclical approach to program 

development and evaluation and operate under the premise that programs need 

constant revising, replanning and renewing of materials based on reflections of what 

did and did not work in the classroom for each particular group.  
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This stance might create tension with administrators. While recognising a 

need to invest in curriculum change as a means of ensuring client satisfaction, 

administrators are cognizant also of its high cost. A balance is required between 

reducing investment in curriculum development for cost effective delivery and 

replanning for greater success in the classroom. Finding the balance between 

curriculum change and cost-effectiveness may become a major source of negotiation 

and tension between the two stakeholders. 

 

Successful Delivery 

The complexity of successful delivery was, like in its parallel of maximum 

enrolments, explicated in terms of a hierarchical or layered organisational structure 

following a causal relationship. The parallel major organisers were the concept labels 

minimal dramas and experienced staff. In her account, the term staff can be read as 

teaching staff (course developers and language instructors).  

 

M: um so over on the other side. 'Successful delivery'. I had these little bits that 

didn't necessarily fit in anywhere else but I felt were really important elements 

to include 

I:mm 

M: one was 'experienced staff' which are vital to 'successful delivery' but I put 

your 'successful delivery' relies on 'experienced staff' . You couldn't possibly 

have it with a bunch of newcomers or amateurs 

I:mm 

M: and that 'minimal drama's would contribute to your 'successful delivery 
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I: (laugh) 

M: Those are.. these outlying issues but they do= 

I: mm 

M: link up with other things. But really then I broke 'successful delivery' down 

into 4 elements  

(Participant M, Stimulated recall interview, Lines 54-68) 

 

Participant M recognised that really important elements of successful INSET 

delivery were experienced staff and minimal dramas. She argued that experienced 

staff were vital (original emphasis) to successful delivery and appreciated the key 

role of experienced ESL teacher educators who were familiar with the context. 

Minimal dramas were seen as essential as dramas are what cost you money.   While 

recognising their importance, the excerpt above revealed her initial difficulty in 

placing these elements within her cognitive schema in the concept map. Her account 

showed indecision when she had these little bits that didn't necessarily fit in 

anywhere else but I felt were really important elements to include even though they 

were outlying issues within the concept map. Participant M recognised the 

importance of curriculum design in the enacted and experienced curricula. However, 

she also was confused about how to integrate and represent them within her cognitive 

schema and its diagrammatic exemplar. While she displayed an understanding of 

curriculum components, Participant M lacked clarity about their fit alongside other 

elements of a successful INSET. 

 

Participant M listed the elements of her cause and effect top-level structure as 

she explicated four elements of successful delivery. The first element was cost 
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effective (delivery). This was a financial consideration that she recognised in her 

account as coming from my perspective in the admin role. While she qualified the 

importance of cost effective delivery in the branch of successful delivery by stating 

that it was partly measured by its cost effectiveness, she perceived it as a causative 

thread linking her cognitive schema.  

 

The second element was student satisfaction. Participant M explained this as 

positive evaluations by the students. The student satisfaction survey was delivered at 

the end of the program and is used institutionally as a data-gathering tool to measure 

that satisfaction. In Participant M’s account, only students provided program 

evaluations to administration. She did not include feedback from course designers or 

language instructors in measuring satisfaction. 

 

Her third element of successful delivery was assessment and results being 

provided on time. Participant M’s justification was that because a lot of that takes 

place after the course finishes. Participant M considered that the fourth element was 

positive moderation visits. While this was a small element, she argued that they're 

very important, I think, because it's a government course. She posited that if you 

were to measure 'successful delivery' part of it would be that those visits went well. 

External relations are key to her role in marketing and administration. Therefore, the 

success of moderation visits by the commissioning body holds a significant place in 

her concept map. 

 

After justifying the placement of the four elements, she then drew links 

between them. She argued that these little bits like 'experienced staff' will contribute 

to good moderation visits. They will help to get 'on time provision of results' and will 
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lead to your 'student satisfaction'. Strong causality is drawn between results and 

satisfaction as ‘student results'…i.e them passing, will lead to 'student satisfaction'. 

 

It was only after explaining this subordinate level that Participant M returned 

to the level above and the missing sub-branch of successful delivery. This was 

minimal dramas. This label proved to be an outlier in form. As a descriptor it was the 

only instance where she used non- technical or professional terminology. The label 

was afforded great importance because it's one of those things if you have a little 

drama it can cause a really big issue and really impact badly on your student 

perceptions. While the nature of the dramas was not elaborated, their importance was 

recognised in her statement that minimal dramas contribute to student satisfaction as 

recorded on student evaluations. The nature of the dramas related to the enacted and 

experienced curricula with which she was not familiar. While her understanding of 

the nature of the dramas may have been limited, Participant M did recognise the link 

to the other, more financial side of her map. She did this by arguing that 'minimal 

dramas' will also assist with cost effective delivery because dramas are what cost 

you money. 

 

Participant M then moved her discussion to kind of a different layer to 

explicate the bottom levels in her cognitive hierarchy. She was consistent with her 

application of the cause and effect structure noting that 'student satisfaction' will lead 

to 'Good PR' for the course which will lead to ... 'strong future enrolments '… and 

will also contribute to minimal curriculum changes. She also saw a causal 

relationship between the 'Hong Government being happy' and a 'positive moderation 

visit'.  
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P: Over here you’ve got the ‘Hong Kong government being happy’.. ummm .. 

That’s meant to come in here too. Really what you need to keep ‘Hong Kong 

government happy’ is that they have a positive moderation visit. They like what 

they see 

I: mm 

P: They get the results on time 

I: mm 

P: and the results are good 

I: mm 

P: If you have those 3 things 

I: mm 

P: You're gonna have a 'happy government' and that will also contribute to} 

I: {‘'minimal curriculum changes' 

P: Because they can demand that things be different. 

 

Participant M concludes that according to her cognitive schema, if a cause and effect 

relationship exists, then that is a successful in-service delivery.  

 

Cost effective delivery is the key category creating synergy in Participant M’s 

map, linking the two major branches. This link is significant as it excludes a possible 

establishment of a binary between maximum enrolments and successful delivery. Her 

high prioritising of cost-effectiveness was first established in her account of the 

branch concerned with maximum enrolments. In her explication of successful 

delivery, she attributed causal links between many constituent sub-categories and 
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cost effective delivery. This category is unique in Participant M’s cognitive map as 

its placement acts as a coherence device. As such, it creates synergy between 

administrative notions of financial viability and maximising enrolments to the 

program design elements of a successful enacted curriculum and future enrolments. 

For an administrator, cost effective delivery is naturally the bottom line of INSET 

and so acts as a unifying element in Participant M’s cognitive map. 

 

Participant M values good curriculum delivery. Her marketing background 

and administrative role dominate her perceptions of it. This is apparent in her 

concept map where the curriculum achievements were all seen in terms of a 

profitable marketing package. In her role, she is responsible for promoting INSET. 

She represents her institution at international trade fairs and prepares presentation 

briefs for executive staff for marketing trips to South-East Asia. As such, the concept 

map reflects her notions of educational matters impinging on the program but also 

reflects her priorities of marketing and financial viability. 
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Summary - Provider’s Accounts 

Participant R and Participant M had similar commitment to the INSET case. 

The two stakeholders held successful provision of the LPATE as a common goal. 

Their constructs of learning and of how provision should be scaffolded were driven 

by this goal. Learners liked what they got.  They praised the program design and 

administration for its relevance and effective delivery. There is a parallel between 

what learners reported and what the providers had sought to deliver. The providers’ 

accounts confirmed learners’ accounts in two areas. The first was in describing 

program aims and establishing linguistic goals and the second was in meeting 

employer requirements.  

 

The language instructor was attuned to the specific linguistic needs of her 

learners and designed materials that corresponded to learner perceptions of need and 

to the LPATE syllabus requirements. Language instructor data confirmed learner 

data in the value of the enacted and experienced curricula in teachers’ professional 

development. 

 

Both stakeholders in provision recognised the particular high-stakes nature of 

the LPATE program and were sympathetic to participant anxiety and its implications 

for INSET provision. While the language instructor and course administrator noted 

the effect of such factors in-course in the form of ‘dramas’, they differed in their 

interpretation . For Participant R, affective issues were seen to have created learner 

anxiety. These issues included formal assessment imposed on the participants to ruin 

the joy of learning (Participant H) and monitoring visits from the Education 
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Department person (who) was here observing classes and there was high tension 

about that issue (Participant R). For Participant M, the ‘dramas’ were homestays; 

student, teaching and administrative staff complaints. She linked dramas to 

administrative costs, because dramas are what cost you money (Participant M). 

 

Post-course effects were recognised in the form of student satisfaction 

surveys and EMB reports. The providers supported accounts their learners had given 

of learning and provision, yet each had particular views regarding what constitutes 

success in delivery of an INSET. 

 

The providers’ accounts also highlighted some disparities in terms of 

provision as well as some gaps in INSET design. In the lesson analysed, the language 

instructor did not incorporate intercultural learning explicitly in the lesson despite 

that fact that across the data set learners expressed high interest in intercultural 

issues. Implicitly, however, awareness of intercultural issues was highly evident. 

This was seen in the language instructor’s understanding of learners’ linguistic and 

pedagogic contexts evident in the design of the lesson and LPATE component. Also, 

it is acknowledged that the sample was only one lesson in a 6-week, intensive 

program. However, the data indicate that a space is warranted in immersion INSET 

design for the specific teaching of culture. 

 

The views of designer and administrator were sometimes contrastive in what 

constituted priorities for delivery. This may or may not have been anticipated given 

their different roles. The designer was concerned with materials development and 

learner anxiety. The administrator was concerned with cost-effectiveness. Both sets 
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of concerns are connected logically to differences in their roles. Academic demands 

for program and materials development impinge directly upon and are affected by 

administrators’ budgets. This connection created possibilities for tension between the 

two organisational arms within the provider’s structure, a solution to which may be 

the more strategic use of student data generated throughout the course. This 

implication for future INSET design is discussed in Chapter 7. 

 

Implications for Method 

Stimulated recall was applied for the providers’ accounts. Length of delay 

between task production and the interviews differed. Participant M’s recall session 

was on the same day and so reliability was high. Participant R’s recall session was a 

week later. The researcher did not note any diminished effects due to the longer 

delay between the task and the recall session. While currency is an issue in terms of 

short-term memory, one must also consider the heightened vividness of the stimuli 

with the aid of modern technology. In Participant R’s case, she was able to produce 

90 minutes of insightful analysis. This is attributed to three factors. First, the video 

technology provided a vivid and accurate stimulus. Second, she was the course 

designer for this unit and had prepared the materials would have added to her recall 

accuracy. Third, she had taught the same lesson to two classes in the INSET in the 

same week. These factors were seen as contributing to a greater level of memory 

storage and cognitive processing. They also negated the concern of diminished 

accuracy from a one-week lag between performance and stimulated analysis.   

 

In both recall sessions, further analysis could be done on factors such as task 

completion style in terms of time, work habits and the actual process. In the concept 
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map, Participant M was loath to place stickers down before totally finished and said 

she had conceptualised it in her head before starting, as she didn't want to 'make a 

mess'. She even suggested doing it straight onto a computerised organisational chart 

as she felt that she thought better on a screen. This reflected a different approach to 

the representation of knowledge. Further investigation is recommended. 

 

Within the constructivist paradigm, stimulated recall provided a principled 

account from two important stakeholders in INSET. An insightful picture of the 

provider’s account was drawn by facilitating participants’ reflection and meta-

cognition on the teaching and administrative perspectives of INSET.  
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Chapter 7 - Conclusion 

 

The reporting of this research closes with vignettes as is typical with case 

study method (Stake 1995, 2000). True to Denzin’s (1994) call for the analysis to 

end with the biography of the researcher, the chapter concludes with a vignette from 

my researcher’s journal.  

 

The opening vignette is from a teacher who participated in the in-service 

education and training program (INSET). Made on the final morning of the course, 

her reflection portrays the intensity of the particular training experience. Both 

vignettes represent the difficulties of such an intensive program as the Language 

Proficiency Assessment for Teachers (English Language) (LPATE) while also 

reflecting the potential of INSET as professional development.  
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This morning I had a thought/feeling that ‘bad weather’ in our life may not be 

bad. It can be the catalyst to help the achievement of success. Why not? 

Everything helps one another to have a good effect... Although I was under 

great pressure and anxiety in the middle of the course, I feel the great support 

from my colleagues, my teachers, the University staff, my host family, some 

church members in the church I attended here and my Lord. I was protected and 

cared. I was facilitated, encouraged and ‘pushed’ to pass all the difficulties here 

in Brisbane. I didn’t quit. I enjoyed the process of learning and the relationship 

between different people in Brisbane. My life has been enriched and I hope I can 

be more confident to face my future teaching… 

(Participant L, Learner Journal, Group 2, August 28) 

 

Hong Kong participants in the INSET arrived in Australia for ‘drill and kill’ 

training. They wanted to meet obligatory requirements for their continued 

employment and or for future promotion within the Education and Manpower Bureau 

(EMB) in Hong Kong. However, this predisposition changed. As they prepared to 

leave Brisbane, they spoke of learning and skills on a broader scale. Their accounts 

indicated an experience in Brisbane that was qualitatively rewarding. For some, this 

perception was developed into resolutions to undertake future short-term immersion 

INSET in English-speaking countries. 
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Overall Conclusions and Implications 

The case study raised issues for INSET design. Stakeholders valued their 

learning and the course provided for it. Their data indicated ways in which future 

provision might be strengthened. Suggestions covered four areas: 

1. Domains of learning to be scaffolded in the INSET (linguistic, pedagogic 

and cultural); 

2. Recognition of contexts that affected the mindsets of various 

stakeholders; 

3. Provision for re-entry to home country classrooms and contexts; and 

4. Formative program evaluation as the INSET progressed. 

 

There were important correspondences between what learners in this study 

reported and what pre-existing literature had suggested should be incorporated into 

language proficiency programs. These correspondences are suggestive in relation to 

future INSET. They are: 

1. Pedagogy experienced in the INSET needs to relate clearly with 

learners’ needs as practitioners;  

2. Designers need to build bridges from learners’ offshore, immersion 

experiences to their return-home experiences;  

3. Providers need to ensure flow rather than fragmentation in INSET; 

and  

4. Participants need opportunities for critical reflection on the 

experiences of INSET and their capacity to benefit from them. 

  

 211



 

A crucial element of effective INSET was highlighted from Roberts’ (1998) 

studies of English Language Teaching (ELT). This was a recommendation for a 

follow-up phase “during a teacher's early attempts to apply new strategies, which is 

when misunderstandings and practical difficulties are often revealed for the first 

time” (p. 91). This recommendation should be implemented and tested if the INSET 

case were redesigned to include a follow-up phase when teachers returned to their 

countries of origin. This inclusion would provide explicitly for scaffolded 

introduction of learning and a trialling and fine-tuning of teaching action that 

followed from it. 

 

The proposed, new model for INSET addresses this extension. The study also 

has informed implications for program evaluation and methodological issues for 

research. Each of the three implications is explicated below.  

 

Rethinking INSET Design 

Throughout this research, I have worked with a view of INSET that is driven 

by stakeholders’ accounts of their learning and of the provision. This ‘bottom-up’, 

data-driven approach is cause for rethinking the guiding principles of short-term 

immersion INSET that are designed for overseas teachers. The learner-centred 

philosophy that each INSET is unique in terms of learners/participants’ contexts 

frames this design. Consequently, providers should design INSET expecting to 

identify, understand and incorporate these various contexts. The currently-accepted 

practice of analysing students’ linguistic needs at the commencement of an INSET 

needs to be supplemented with measures that capture salient context. The specifics of 
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any given instance will vary. However, the general frames include deliberate 

consideration of: 

1. Forces driving the INSET initiative; 

2. Sponsorship and accountability (individual, local or government);  

3. Curriculum in the country of origin; and 

4. Norms in pedagogy that are locally accepted. 

 

For the INSET case, the context was framed within a government policy for a 

high-stakes benchmarking of language standards. This policy and its enactment 

occurred at a time of marked and rapid curriculum reform. The reform included a 

move from more teacher-directed to more learner-centred approaches. The Hong 

Kong government sponsored teachers who undertook the LPATE but the additional 

costs of completing the benchmarking overseas were borne by teachers. These 

contextual forces drove the curriculum of the INSET and were influential in 

participants’ perceptions of ‘provision’. 

 

In light of such strong external and instrumental motivators, it was significant 

that data reflected learners’ perceptions of learning beyond these motivators. This 

learning arose from the enacted and experienced curricula, within the immersion 

context. Learners reported an enhancement both in professional development and 

personal growth beyond the expected LPATE curriculum. These data beg an 

informed rethinking of INSET design. 
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Positive Effect Chain 

A ‘Positive Effect Chain’ was identified from learner data (see Figure 11). Its 

key components are reflection, awareness, projection, implementation, and impact. 

They span both the on-site learning and practice after returning home.   

 

Figure 11. INSET ‘Positive Effect Chain’  

 

Teachers participating in the study, particularly those in Group 2, became 

increasingly reflective in-situ. They reflected critically on language, pedagogy and 

culture. This supported an awareness-raising in these domains. Linguistically, they 

became aware of their own areas for improvement. Pedagogically, they became 

aware of new practices. Culturally, they became more aware of their own, first 

culture (C1) and the Australian second culture (C2) and the building of an 

intercultural space between the two.  

 

This heightened awareness then evolved into projections of enactment in their 

own (a) language use in Hong Kong, (b) classroom practice in Hong Kong, and (c) 
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intercultural communication. This projection is theorised as linking the INSET 

experience with participants’ return to their home country. Data from teachers 

indicated a keen interest in trialling implementation of new constructs. Within a 

‘Positive Effect Chain’, participants would evaluate the impact of INSET on their 

lives, generally, and classroom practice, particularly, as they reflected upon their 

practice.  

 

The ‘Positive Effect Chain’ informs a proposed redesign of short-term, 

immersion INSET. The redesign draws on the literature on current models of 

provision, and on data from this study.  

 

Intercultural INSET 

The proposed model of ‘Intercultural INSET’ (see Figure 12) is drawn from 

the theorised ‘Positive Effect Chain’. It is informed by Wallace’s (1991) ‘Reflective 

Cycle of Language Teacher Education’ and is based on evidence from the INSET 

case. As in Wallace’s design, the proposed model is grounded in a clear 

understanding of participant contexts. It includes a critically reflective component. It 

differs from Wallace’s model in its focus on three major domains (language, 

pedagogy and culture) in which learning occurs in immersion INSET. It is proposed 

that reflections interweaving these three domains should be embedded into the 

curriculum. To do so, would increase the likelihood that intercultural language 

teaching as a connection between language and culture would expand to a notion of 

‘Intercultural INSET’ (see Figure 12). This model connects pedagogy, language and 

culture in a cycle of critical reflection and learning. This type of reflection can be 

performed in all three learning domains. As such, it differs from Wallace’s model.  
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Additionally, the model emphasises a need to acknowledge learner contexts 

and post-immersion impact when conducting INSET offshore. This corresponds with 

Roberts’ (1998) observation. Teacher educators need to be aware not only of 

participants’ linguistic backgrounds but also of the education system and pedagogic 

beliefs that contribute to their professional identities. This has implications for the 

providing institution in relation to what in-service activities it initiates. Professional 

development should extend to INSET design whereby contextual awareness is 

incorporated into the explicit teaching of intercultural communication. Such a 

component addresses Roberts’ (1998) concerns regarding the fragmentation and 

isolation of short-term, immersion INSET. 

 

Figure 12. ‘Intercultural INSET’ program design 

 

The ‘Intercultural INSET’ model supports the interculturalist belief that 

attaining sociality with learners and understanding different worldviews is essential. 
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The study has examined the attainment of sociality through stakeholders’ accounts of 

learning and provision and found the intercultural dimension of INSET was 

significant. The finding informed the proposed model. 

 

Participant reflection in conjunction with program input should raise 

awareness of new avenues for learning in the three domains. The proposed model 

recognises a role for the diagnostic element of INSET in raising awareness. Case 

study data showed that participants were advanced, independent and highly 

motivated learners who appreciated the diagnostic aspects of delivery. For example, 

they recognised new methods in the experienced curriculum. Their reflections upon 

these methods formed projections into their own pedagogy. Teacher agency was 

considered critical at this point. The model projects that if teachers perceive a 

prospect for change, then they will be more likely to include it into their professional 

practice on returning home.  This notion of projection is applicable in all three 

domains. 

 

The current, ‘one shot’ nature of short-term INSET limits the likelihood of 

longer term professional mentoring and engagement with language instructors.  In 

particular, the LPATE is problematic as the basis for an INSET, especially in regard 

to Roberts’ (1998) conclusions and Wallace’s (1991) concerns regarding cohesion. 

While addressing a political agenda regarding the state of language standards in the 

region, short-term INSET delivery of the LPATE may have overlooked an 

opportunity to heighten relevance, particularly in relation to curriculum reforms. 

Without firm policy design and INSET conceptualisation, the use of the substantial 

resources committed to this initiative may have been marginalised and fragmented. 
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Further research is needed to assess these possibilities and to provide evidence-based 

recommendations to policy makers.  

 

A post-immersion component that builds capacity and consolidates upon 

INSET learning is envisioned in the ‘Intercultural INSET’ model. The key aim is to 

increase the probability of longer-term impact. This might be implemented through 

online forums and structured interactions with language instructors as ‘critical 

friends’. If it were an explicit feature of INSET, rather than occur informally as at 

present, it would set up a prospect for researching the sustainability of INSET.  

 

One way to address the issue of relevance and post-immersion impact for 

LPATE immersion programs would be to link INSET design more closely to current 

innovations in both junior and senior curricula in Hong Kong schools. This might 

make the experiential learning process a much more significant and relevant one. The 

current Hong Kong curriculum reforms in both primary and secondary education are 

aligned closely to Australian practices e.g. key learning areas; core competencies; 

task-based learning; multiple intelligences; and, integration of technology into the 

curriculum.  

 

For the LPATE, an approach that links classroom observations and 

curriculum documents in Australia to the Hong Kong English teaching experience 

might be fostered to heighten the intercultural dimension of an immersion INSET 

experience. For INSET other than the LPATE, examination of Australian curricula 

may be useful for contrastive analysis. In the ‘Intercultural INSET’ model, teachers 

should explore and critically reflect upon curriculum models and pedagogic 
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practices, particularly during the first three phases of reflection, awareness and 

projection. 

  

Ongoing mentoring would then facilitate the fourth phase of implementation 

as the three learning domains are consolidated and become further integrated.  This 

process would acculturate participants as they experiment with and reflect on 

classroom innovation. 

 

The proposed design aligns with Bruner’s (Bruner, 1994) principles for 

substantive and enduring learning by incorporating agency, metacognition, 

collaboration, and the formation of a supporting community. In the model, 

participants engage in agency by ‘moving’ (a) to elect to undertake in-service 

education and (b) to travel abroad for this experience. They are metacognitive as they 

critically reflect on their learning of language, pedagogy and culture in-situ and post-

INSET. In an ‘Intercultural INSET’, participants are collaborative learners engaged 

in interactive, student-centred learning. The model promotes the building of a 

supporting community through the ongoing reinforcement of the professional 

networks established. This is achieved in the post-INSET phase as the community of 

learners supports and evaluates the implementation.  

 

Creating a post-immersion component has cost implications and a pilot study 

is recommended to investigate these and to test efficiencies. A case study design 

would be useful for such research as the multiple forms of data it provides would 

showcase clients’ satisfaction as a balance to cost information. This balance 

presumably would be of particular interest to administrators and program designers.  

 219



 

 

Throughout this study, I have reflected upon the usefulness of the various 

methods applied in a case approach for the purpose of program evaluation. Analysis 

of quantitative and qualitative data collected at critical junctures of delivery can 

afford a more complete account of perceptions of provision from all stakeholder 

perspectives. I believe the fuller account would be more serviceable formatively, and 

more informing as a summative picture, than a ‘one-off’ evaluation at the end of the 

program.   

 

The ‘Intercultural INSET’ model is a principled framework designed from 

analysis of the rich array of data gained from a variety of key stakeholders’ 

perspectives during one INSET delivery. It relates to current practice in Australian 

higher education and shows a possible way forward for future delivery of immersion 

INSET.  

 

Implications for Program Evaluation 

While not intended as an evaluation, the study has highlighted value in 

gathering multiple forms of data at strategic times throughout, and even beyond, 

delivery. In Australian higher education, the need for student evaluation in a quality 

framework is a common feature in a market approach to course delivery with its 

focus on performance as related to client satisfaction (Kirkpatrick, 1998; McInnes, 

Griffin, James, & Coates, 2001). 

 

In the context of internationalisation, tender application processes for INSET 

programs request clear articulation of quality assurance measures from prospective 
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providers. The commonly-accepted measurement of quality is the student evaluation 

which is completed on the last day of program delivery. Quality assurance visits 

from employing bodies, such as the Education and Manpower Bureau, are also a 

feature of INSET evaluation. Multiple forms of data gathered throughout the INSET 

are not a general characteristic of INSET but are recommended from this study.  

 

The broader Australian higher education experience has recently shown signs 

of moving beyond a single, end-of-course student evaluation (Hand & Trembath, 

1999; Wagner, 1999). Halbach’s (1999) criticism of the end-of-course evaluation 

questionnaire was like my own in that “the information...was insufficient and did not 

faithfully reflect what students really thought” (p. 183).  After the student diary 

experience, Halbach was better able to “gain insight into the students' perceptions of 

the course” (p. 183). Her reporting on the successful application of student diaries for 

course evaluation in a four-month ESL methodology class is reflected in the case 

study experience and the richness of the multiple forms of data that were gathered. 

This supports a call for further research of the effects of such data gathering on 

course evaluation in the context of short-term, immersion INSET. 

 

More comprehensive data collected for program evaluation not only would 

inform quality assurance and reporting for external bodies, but more importantly 

would provide a basis for evidence-based decision making by stakeholders within the 

providing institution. For Australian higher education institutions, it is worth 

investing in resources to conduct short-term, immersion INSET given the high level 

of positive data. Additionally, it is worth investing in maintaining and strengthening 
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course design. Increasing the type and frequency of student data fed back to teachers 

and administrators might enhance flexibility for on-the-spot adjustments.  

 

Information gained from the evaluative data would inform program design 

and marketing. Additionally, this information may enhance communications between 

the provider’s teaching and administrative areas and assist in mediating any tension 

that arises as drives for quality in curriculum design confront cost-effectiveness in 

provision. 

 

Implications for Method 

Multiple forms of sociocultural data were gathered and analysed in order to 

acknowledge the various meanings that participants constructed as they explored 

provision and learning within the social reality of the INSET. Data collection began 

pre-immersion and continued throughout the 6-week program.  

 

The document analysis situated the context of the study by providing insight 

into the creation of ‘virtual realities’ that had to be taken up by the INSET 

participants. As classroom teachers in Hong Kong, they had been asked to ‘move’ 

both figuratively in terms of mindset and literally in terms of location and life paths. 

Three analytical approaches were applied in the document analysis. First, historical, 

social and intertextual contexts situated the document within the dominant discourse. 

Second, the membership categorisation analysis (MCA) then explored the 

organisation of the social relations in the creation of a virtual reality. Third, the 

linguistic analysis explored the purposeful and creative applications of language 

 222



 

within the text and identified its aims. The blending of these approaches proved 

useful in establishing the context of the study. 

 

The questionnaires were devised in the form of pretest and posttest 

instruments that yielded quantitative data on each learner’s proficiency and 

qualitative data to expand on these self-assessments. These data were important in 

providing confirming and disconfirming evidence when analysed with the interview 

and journal data provided by learners. The qualitative forms were analysed 

thematically, interactionally and using MCA. Interweaving the various tools and 

analyses afforded a thick description of the phenomenon and was appropriate to the 

case study approach adopted.  Indeed, application of a case study approach assisted 

in making sense of the hybrid analyses. The narrative structure allowed for a variety 

of perspectives and analyses while the ‘bounded’ nature of the case defined the 

phenomenon. 

 

Research Limitations and Future Directions 

This study focussed on one particular instance of INSET delivery and 

provided evidence from stakeholders’ accounts. This allowed for a better 

understanding of the successful elements of short-term, immersion INSET provision 

which in turn informed a proposed rethinking of INSET design. The study addressed 

a gap in the literature by exploring this recent phenomenon of internationalisation in 

Australian higher education.  It responded to a call by Bodycott and Crew (2001a) 

for additional studies to address the gap in the literature on immersion INSET 

provision for teachers from South East Asia. The case study approach facilitated 

multiple accounts and perspectives from all key stakeholders and so afforded a full 
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picture of the lived experience. A value of the study is that it raises issues that may 

resonate with circumstances that providers of other INSET recognise.   

 

While Lincoln and Guba (1985) argued for the validity of qualitative 

research, they also raised the issue of transferability of findings in a case study 

design. A concern was with the researcher as observer and interpreter in a context-

bound phenomenon. Stake (1995) argued for ‘naturalistic’ generalisation whereby 

the case is made ‘understandable’ (p. 85). His argument was that a clearly interpreted 

study with sufficient thick description should be accessible to readers and aid in 

furthering understandings of the phenomenon under investigation.  

  

While it is not intended to generalise findings, many features and 

recommendations of the INSET case may be useful for other providers of INSET 

who see opportunities for generalisation. These include features and issues 

surrounding: the participants’ contexts, domains of learning, INSET duration, 

homestay provision, classroom visits in host country schools, and program 

evaluation. However, the INSET case had unique assessment requirements that its 

participants needed to meet in order to comply with the standard set by the Syllabus 

Specifications for the Language Proficiency Assessment for Teachers (English 

Language) (LPATE). It is unlikely that some findings of the study would apply in 

any way to other short-term INSET where overseas teachers do not have to be 

assessed in this way. 

 

While curriculum features were bound to the LPATE syllabus, wider issues 

regarding teaching and learning may have implications for future INSET design and 
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provision.  As discussed in the case study analysis in Chapters 4, 5 and 6, these 

issues are: the diagnostic aspect of the program; focussed critical reflection 

(linguistic, pedagogic, cultural); sociolinguistic learning from the immersion 

environment; and program evaluation. They have been represented in the new model 

proposed for further research of INSET and are shown in Figure 12. The purpose of 

the ‘Intercultural INSET’ model is to provide a more coherent framework for future 

provision of short-term, immersion INSET.  

 

Overall, evidence presented indicated that the case study approach to inquiry 

utilising multiple methods of data collection contributed to an understanding of the 

issues of INSET learning and provision. Such highly contextualised knowledge is 

seen as vital to the design of quality INSET. The approach to rethinking INSET 

design has worked from a bottom-up, data-driven approach based on multiple 

stakeholders’ perception. As such, the study has addressed Bodycott and Crew’s 

(2001a) call for research into the ‘nature’ of INSET and this has informed a 

rethinking of design. While it was beyond the scope of this study to investigate 

‘effects’ of INSET, data support this recommendation. Specific questions for future 

research are: 

1. What are the sustained effects of the enacted and experienced 

curricula, within an immersion context, upon participants’ ongoing 

linguistic and sociolinguistic development? 

2. What impact does an INSET have upon participants’ classroom 

practice in their home countries? 

3. How might short-term, immersion INSET be more explicit in 

developing participants’ intercultural competence? 
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By their very nature, immersion INSET programs are short in duration and 

intensive in delivery. Longitudinal research into the enduring learning and effects of 

immersion INSET has not been conducted to date. With growth in demand for such 

programs from South East Asian countries as well as the high investment and 

revenue they attract, it is timely to investigate the long-term benefits of short-term, 

immersion INSET. This would inform both educators and administrators and provide 

principled data for curriculum renewal and effective provision in the event that such 

programs continue. 

 

Case in Summary 

The INSET had a clear pedagogic definition and formed the boundaries of the 

case structure (Stake, 1995, 2000). It represented a “specific, unique, bounded 

system” (Stake, 2000, p. 436) relevant to a case study approach.  

 

The study applied Stake’s (1995) advice that case procedure involves seven 

steps. The steps guided reporting of the study but not its structure. They are 

illustrated in Table 11. The first part of the study identified the context within which 

the 6-week INSET was provided. A document analysis unpacked forces at work in 

positioning teachers to do two things: (a) accept the LPATE as a professional 

standards benchmark; and (b) undertake language proficiency assessment or 

professional training. An option was to travel to Australia to complete the five 

modules of the LPATE syllabus and the stipulated language proficiency assessment 

tasks.  
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The second part of the study focussed on stakeholders’ accounts. This was 

organised in terms of learners’ accounts and providers’ accounts. Both groups 

perceived that the program was working and that as stakeholders, they had achieved 

their goals. 

Table 11. Case procedure (Stake, 1995, p. 123) 
 Steps Location and Application 
1. Entry vignette Chapter 1 - Researcher biography 

Chapters 4 to 6 - Participant accounts as opening vignettes 
2. Issue identification Chapter 2 - Review of literature, policies and accounts 
3. Extensive narrative 

description to further define 
Chapter 4 - Document analysis 

4. Development of issues Chapters 5 to 6 - Participant data (learners, providers and researcher) 
5. Descriptive detail Chapters 5 to 6 - Participant data (learners, providers and researcher) 
6. Assertions Chapter 7 - Positive Effect Chain 

                 - Intercultural INSET  
7. Closing vignette Chapter 7 - Participant and researcher accounts as closing vignettes 
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Closing Vignette - The Last Week (Researcher's Journal, Week 6) 

Monday: The course is a finely tuned package and through teaching it I’ve 

learnt so much more and appreciate the depth of knowledge and analysis that 

went into it. 

Tuesday: 8 am (Ferry) - raining - apple for breakfast-– 8.45 to start videotaping 

- lots to get ready but must call (home) first. Want to take reading papers home 

so can stay home tomorrow - here Thurs pm for (Group 2) dinner & weekend 

workshop so want more time with my family - felt overwrought yesterday pm -  

had had enough of the job/overnighting (near campus) - am allowed (to feel 

overwrought) as it’s all consumed me over the past 2 months.  

Wednesday: …entry for the memory book due by 5.00! Got it in though! 

Thursday: You just have to be so on your toes with this course!... 

Upside > I’ve learnt so much in terms of content and course delivery  

> done my research in a place where access is very tough to gain  

> met a lot of people who are great career contacts (networking!!) 

Friday: Finished 1.30 - worst part was final farewell - (Participant) started to 

cry & that started me off - had to rush out or would have lost it entirely!!! 

(participant’s) journal on disc - WOW!! - it was a really big experience for her - 

and me too - now to marking!! 

 

Shulman (1996) saw “case-based learning as a response to the dual problems 

of learning from experience and bridging the gap between theory and knowledge” 

(pp. 197-98). This study has utilised a case-based approach to explore the experience 

of a specific INSET. Theorisation has built from stakeholders’ accounts to inform 
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future INSET design. Close professional and personal networks arose from the case. 

These ties crossed the boundaries of all stakeholder roles. While the LPATE timeline 

nears its completion in Hong Kong, immersion INSET for language teachers 

continues in many forms. I offer this account of a single INSET and the theorising of 

a new model as a contribution to the field of language teacher education.  
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Appendices 

Appendix A. Body of Letter - Secretary for Education and Manpower  

 

Sept 25, 2000 

Dear Principal/Teacher, 

 

Language Proficiency 

 

The language proficiency of students has been a matter of grave concern to 

the Hong Kong community. It depends on the interplay of many factors, e.g. the 

language environment, family support, student motivation, and the language 

proficiency of teachers. Much has been done over the years to address these issues. 

One of the elements in the overall strategy is the introduction of language 

benchmarks which set the standards for overall proficiency expected of language 

teachers. 

 

When the Administration announced the introduction of language 

benchmarking in April, it drew strong reactions from some quarters of the teaching 

profession and different views from parents, education bodies and the community at 

large. We have reviewed the comments received and discussed with the key 

stakeholders. Today, I announced revised arrangements for enhancing the language 

proficiency of teachers and complementary measures to improve the teaching of 

languages in school. A document setting out the revised arrangements is attached. 
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You will see that we have taken a more holistic approach in helping language 

teachers to improve their language proficiency and professional skills. The ultimate 

objective is to improve the effectiveness of student learning. The salient features of 

the revised package of measures are as follows: 

 

a) subject to approval of the Finance Committee, to create an English 
Panel Chair for every primary school from the 2001/02 school year, 
by upgrading an existing Certified Master or Assistant primary School 
Master post so as to provide curriculum and pedagogic leadership; 

 

b) to sponsor advanced training for one English teacher from each school 
to enhance their subject knowledge and pedagogic skills; 

 

c) to award a certificate of merit to teachers whose language proficiency 
exceeds the basic requirement, which is a necessary (but not 
sufficient) condition for promotion to become the Panel chair; 

 

d) to extend the period for serving teachers to attain the basic language 
proficiency requirement to the end of the 2005/06 school year. 
Serving teachers may achieve this by way of exemption, training or 
open assessment; 

 

e) to treat teachers who join the profession in the 2000/01 school year on 
the same basis as serving teachers; 

 

f) to allow two years for new teachers who join the profession between 
the 2001/02 and 2003/04 school years to attain the basic language 
proficiency requirement; 

 

g) from the 2004/05 school year onwards, to require all teachers to have 
met the basic language proficiency requirement before taking up 
teaching of English and Putonghua; 

 

h) to provide diverse training modes and a variety of programmes, 
including language proficiency, subject knowledge and pedagogy, to 
suit individual training needs. Schools may also arrange with 
authorised training institutes to provide school - based training. 
Details will be announced in November 2000; 
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i) to offer a training grant of $10,000 or $13,000 to every serving 
Putonghua or English teacher respectively to enable them to undergo 
training according to their needs; and 

 

j) to hold language proficiency assessment in March each year primarily 
for new teachers, in particular, those who have returned form overseas 
or members of the public who wish to become a language teacher. 
The first assessment will be held in March 2001. Serving teachers 
may also take the assessment as an alternative to training. 

 

I wish to re-emphasise that language benchmarking is by no means "re-

licensing"; the registered status of serving teachers will not be affected by the 

outcome of the language proficiency training or assessment. I also trust that as a 

committed teacher, you will support lifelong learning to improve further your 

effectiveness in facilitating student learning. 

 

Yours sincerely 

 

(Ms Fanny Law) 

Secretary for Education and Manpower 
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Appendix B. Consent Package  

Information Sheet 

 

Project Title: Conceptualising INSET  

 

University : Griffith University, Mt Gravatt Campus. 

 

Chief Supervisor(s):  Name: Brendan Bartlett 

    Position: Associate Professor 

    School: Cognition, Language and Special Education 

    Contact details: (07) 387 55770 

     

Researcher: Susan Bridges - postgraduate student enrolled in the Doctor of 

Education (EdD) program  

Contact details: Susan.Bridges@student.gu.edu.au

 

Project details: This project will form a component of my dissertation for 

the Doctor of Education degree. The purpose of this research will be to investigate 

learner perceptions in international in-service courses. 

 

Participant's involvement: You will be asked to participate in a survey at 

both the beginning and end of the course. Willing participants will also complete in-

depth interviews outside class time and short journal entries. Please note that you are 

under no obligation to participate and that you may discontinue participation at any 

time, without providing a reason and without any impact upon your tuition. 
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Confidentiality: This project is part of my ongoing research and may be 

included in a future dissertation. I would like to reassure you that in writing up my 

analysis, names of persons and institutions will be changed in order to assure 

confidentiality. 

 

If you have further concerns regarding this, you may contact Brendan Bartlett 

who is my project supervisor. 

 

Complaints: The University requires that all participants be informed that if 

they have any complaints concerning the manner in which a research project is 

conducted it may be given to the researcher, or, if an independent person is preferred, 

either  

 

1. the University's Research Ethics Officer, Office for Research, 
Bray Centre, Griffith University, Kessels Road, Nathan, Qld 
4111, telephone (07) 3875 6618;  or 

2. the Pro Vice-Chancellor (Administration), Bray Centre, 
Griffith University, Kessels Road, Nathan, Qld 4111, 
telephone (07) 3875 7343   

 

Thank you for your assistance with this research project. 
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Consent Form 

Project Title : Conceptualising INSET  

 

Project Summary: This project will form a component of my dissertation for 

the Doctor of Education degree. The purpose of this research will be on learner 

perceptions in international in-service courses. 

 

Participant's involvement: You will be asked to participate in a survey at 

both the beginning and end of the course. Willing participants will also complete in-

depth interviews outside class time and short journal entries. Please note that you are 

under no obligation to participate and that you may discontinue participation at any 

time, without providing a reason and without any impact upon your tuition. 

 

 

Confidentiality: This project is part of my ongoing research and may be 

included in a future dissertation. In writing up my analysis, names of persons and 

institutions will be changed in order to assure confidentiality. 

 

If you have further concerns regarding this, you may contact Brendan Bartlett 

who is my project supervisor. 

 

Feedback in the form of a summary of findings can be supplied, if required. 
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I understand that I am not required to participate in this research project if I 

do not wish to do so and that I can withdraw from the study at any time without 

needing to explain my reasons for withdrawing.  No loss of benefit or treatment will 

occur as a result of my withdrawal nor penalty be incurred. 

 

I have read the information sheet and the consent form.  I agree to participate 

in the Conceptualising INSET project and give my consent freely.  I understand that 

the project will be carried out as described in the information statement, a copy of 

which I have retained.  I realise that whether or not I decide to participate is my 

decision and will not affect my studies.  I also realise that I can withdraw from the 

project at any time and that I do not have to give any reasons for withdrawing.  I 

have had all questions answered to my satisfaction. 

 

Desired level of involvement: 

   10 minute surveys (one at the beginning and one at the end of course) 

   In-depth interviews 

   Learner journal entries 

 

Signatures: 

………………………………………………..  

Participant          Date 

.…………………………………………….         

Investigator(s)      Date 
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Appendix C. Pretest Questionnaire 

Hong Kong Language Proficiency Assessment (Benchmark) 

 

July 15 - August 23 

 

Name: __________________________ 

 

Thank you for participating in this survey. 

Please note – Answers to the following questions will be used only for my personal research 

and NOT for any purpose related to your participation in this course. 

 

BACKGROUND 

 

1) Are you a secondary or primary teacher? ____________________________ 

 

2) For how long have you been teaching?    _____________________________ 

 

3) Are you currently employed as a teacher?    Yes / No 

 

4) If yes, in which type of school? (eg. government, non-government) __________________ 

 

5) If you have you completed any Benchmark papers please indicate the details below. 

 

PAPER COMPLETED? HOW WAS IT 
COMPLETED? 

RESULT? WHEN WAS IT  
COMPLETED? 

Writing Yes / No Course / test   
Reading Yes / No Course / test   
Listening Yes / No Course / test   
Speaking Yes / No Course / test   
Classroom 
Language 

 
Yes / No 

 
Course / test 
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6) Please tick the appropriate box. 

 

 
 
Questions 

1 
◔ 

2 
◒ 

3 
◕ 

4 
● 

Please rate your English content 
knowledge in the following: 
          a)  listening 

    

          b) reading     

          c) speaking     

          d) writing     

Content area 
knowledge  

          e) classroom language     
  

Questions  
1 
◔ 

2 
◒ 

3 
◕ 

4 
● 

General 
pedagogy  

Please rate your knowledge of 
teaching methods in general. 

    

Content area 
pedagogy  

Please rate your knowledge of 
methods for teaching English 
language. 

    

Routines (a) In teaching English, please rate 
your: 
General effectiveness. 

    

Routines (b) In teaching English, please rate 
your: 
General efficiency. 

    

 

7) How do you rate the following statement?  

 

' An in-service program for non-native speaking teachers of English should be about 

improving both participants’ English and their exposure to new methods in the teaching of English'. 

 

Agree strongly / agree / disagree / disagree strongly 

 

8) Please comment on how in-service courses affect your own teaching style. 
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Thanks for your help. 
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Appendix D. Posttest Questionnaire 

Hong Kong Language Proficiency Assessment (Benchmark) 

July 15 - August 23 

 

Name: __________________________ 

 

Thank you for participating in this survey. 

Please note – Answers to the following questions will be used only for my personal research 

and NOT for any purpose related to your participation in this course. 

 

1) Please tick the appropriate box. 

 
 
Questions 

1 
◔ 

2 
◒ 

3 
◕ 

4 
● 

Please rate your English content 
knowledge in the following: 
          a)  listening 

    

          b) reading     

          c) speaking     

          d) writing     

Content area 
knowledge  

          e) classroom language     
  

Questions  
1 
◔ 

2 
◒ 

3 
◕ 

4 
● 

General 
pedagogy  

Please rate your knowledge of 
teaching methods in general. 

    

Content area 
pedagogy  

Please rate your knowledge of 
methods for teaching English 
language. 

    

Routines (a) In teaching English, please rate 
your: 
General effectiveness. 

    

Routines (b) In teaching English, please rate 
your: 
General efficiency. 

    

 

2) How do you rate the following statement?  

' An in-service program for non-native speaking teachers of English should be about 

improving both participants’ English and their exposure to new methods in the teaching of English'. 

 

Agree strongly / agree / disagree / disagree strongly 

 240



 
 

3) Please comment on how in-service courses affect your own teaching style. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Thanks for your help. 
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i Bridges’ unpublished study on an LPATE Writing course delivered to teachers during a 2-

week intensive program in Hong Kong. An email questionnaire distributed 4 months after delivery 

yielded limited responses but indicated that pedagogy was considered as a domain of learning. 

Respondents indicated that they had experimented with applying tasks experienced in-course with 

varying degrees of success in their own classrooms in the academic year following the INSET. 

ii The Language Proficiency Assessment for Teachers (LPATE)— English Language 

(HKSAR, 2000) is a set of four language proficiency papers administered by the Hong Kong 

Examinations Authority (HKEA) and two Classroom Language Assessments (CLA) administered by 

the Hong Kong Education and Manpower Bureau (EMB) with the aim of 'benchmarking' English 

skills. The assessment scale ranges from 1 to 5 with a score of 5 reflecting near-native speaker ability. 

All serving teachers are required to pass the LPATE by the end of the 2005/06 school year. 

iii In Hong Kong, Form One (also known as Secondary One) is the first year of secondary 

education. 

iv The Hong Kong Education Department (ED) has been merged with the Education and 

Manpower Bureau (EMB) since January 2003. 

v These are the higher classes in the Hong Kong primary system with students beginning 

secondary education after Primary 6 (P6) 

vi Bridges’ unpublished study on an LPATE Writing course delivered to teachers during a 2-

week intensive program in Hong Kong (see (i) above). 
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