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From the President

We are immensely proud of the second compilation of papers given at IATEFL-
Hungary conferences. The first selection of peer-reviewed papers was published
after the 23" conference, and we really hoped we would be able do it again and
again and again. All the volunteers and members of our association aim at offering
various opportunities for professional development and high quality events. Since
the 23 conference, we have met reqularly at the Creative Café afternoons; the
incredibly popular Orszagh competition was organised for the third time with a
record number of competing teams; we celebrated William Shakespeare and
Charles Dickens; we offered training for teachers of language learners with
dyslexia; and invited all our members and friends to sing along with us in our
choir, resulting in an extraordinary Christmas performance at the G6dollé Castle.
This publication is yet another opportunity for all of us to think, share, discuss and
change.

We strongly believe that members of our association are dedicated teachers of
English, who love their profession and are ready to step out of their every-day
routine for self-development. We hope to offer the opportunity for speakers to
publish their work again after our Jubilee conference in Budapest.

| am very grateful to everyone who made the publication of the selection of
papers from the 24t annual IATEFL-Hungary conference possible. In particular, Eva
lllés and Jasmina Sazdovska made all the efforts to produce a highly professional
compilation of articles again that we hope will be relevant and useful not only for
educational researchers, but also for practising language teachers. Thanks are due
to all the contributors as well for their hard work to share their presentations in
this journal.

| wish you all a very pleasant read.

Nora Németh




Introduction

This is the second of what we hope will be a regular series of publications from
IATEFL-Hungary, based on its annual conferences. We are very glad to follow up on
our first undertaking, From Trends to Plans, which is available on the IATEFL-
Hungary website.

The current volume contains six papers presented at the 24" |ATEFL-Hungary
Conference, held in Veszprém from 3™ to 5% October, 2014. The theme of the
conference was English for a Change and the papers reflect the changing context
of English language use and teaching. Three of the six papers include, among
other things, a discussion of global issues such as the implications of the
worldwide spread of English for the teaching of the language. They deal with the
relevance of teaching grammar, idioms and proverbs as well as the communities
in which learners use English. Other topics in the compilation range from
language testing and bilingual education in Hungary to teacher reflection and
problem solving.

On this occasion, we have decided to include both peer-reviewed and non-peer-
reviewed papers and hope that this will continue in the future in order to
encourage a more diverse group of authors.

We would once again like to thank Frank Prescott for his very efficient, yet
thorough proofreading of the manuscript. We are also thankful to our wonderful
colleagues who reviewed the papers: Réka Benczes, Katalin Brozik-Piniel, Kata
Csizér, Dorottya Holld, Tamas Eitler, Krisztina Karoly, Edit Kontra, Adam Nadasdy,
Marianne Nikolov and Marie-Luise Pitzl.

Eva lllés and Jasmina Sazdovska




A comparison of experienced and beginner
English teachers’ problem solving skills in
Hungary

Helen Sherwin

Introduction

During the last 40 years, reflective practice and learning to teach by critically examining
one’s practice has received much support in teacher education. | think that reflective
thinking is important but find it a difficult skill to foster with the student teachers | work
with, who tend to describe rather than analyse practice and experience difficulties
solving teaching problems. Although research into reflective practice is wide-ranging and
diverse, one neglected area is teacher cognition, more specifically the thinking skills
teachers use to process information when reflecting (Atkins & Murphy, 1993; McAlpine,
Weston, Beauchamp, Wiseman, & Beauchamp, 1999; Ixer, 1999). The purpose of this study
is to investigate one important component of reflective thinking, the skill of problem
solving (Dewey, 1910; Schon, 1983) and explores the problem solving capability of
experienced and beginner English teachers to pinpoint aspects of beginner teacher
thinking that require attention during teacher training. This is important because
reflective thinking is a non-visible (Field, 2000) complex cognitive skill (Tomlinson, 1999)
and student teachers may struggle to recognise what they are doing, are not doing and
should be doing in order to reflect effectively. Teacher educators must therefore be
explicit about what effective reflection consists of, to make it accessible. | first review the
literature that examines problem solving, then outline research methodology. Next |
present one of the study’s findings, that experienced teachers perceive problems in
principled ways, the practical applications of which are discussed in the final section.

Problem solving

Mayer (1996) defines problem solving as a cognitive activity where, in a perplexing
situation, a practitioner tries to reach a goal for which initially there is no clear solution.
Central to Mayer’s model is the notion of problem space, which consists of the following:
a “given state” (Mayer, 1996, p.550), the problem’s starting point such as its context, its
characteristics and how they interact; the desired goal; the operators that move us from
the start to goal state; and obstacles or phenomena that constrain movement through
the problem space. Skilled problem solvers first define their problem space before
attempting a solution, which they do by working through four problem solving
processes. These are

A “representing” (Mayer, 1996, p. 551), which involves constructing a representation, a
“mental map” (Davidson & Sternberg, 1998, p. 50) of the problem, to define it to
ourselves, and organise our thinking. This is achieved by identifying the given and
goal states, operators and obstacles and how these interrelate both with each other
and with our existing knowledge
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A “planning” (Davidson & Sternberg, 1998, p. 50), calculating how to best achieve a
solution

A “executing” (Davidson & Sternberg, 1998, p. 50), carrying out the plan

A “controlling” (Davidson & Sternberg, 1998, p. 50), evaluating our progress towards the
goal.

One area related to problem solving that can help us understand this activity more
clearly is expertise studies.

Expertise studies

Expertise studies illustrate the nature of thinking by comparing how experts and novices
solve problems in various fields and one critical difference is that experts construct far
more reliable representations than novices. This is important because links exist between
the quality of mental representations and the ability to solve problems effectively
(Davidson & Sternberg, 1998; Hogan & Rabinowitz, 2009). For instance, studies with
physicists (Chi, Feltovich, & Glaser, 1981) political scientists (Voss, Tyler, & Yengo, 1983)
and teachers (Swanson, O'Connor, & Cooney, 1990; Borko & Livingston, 1989; Feiman-
Nemser & Beasley, 1999) revealed how experts spent far longer than novices analysing,
defining and understanding their problem situations which allowed for effective solution
procedures to apply. Novices quickly attempted to solve problems with quick-fix
solutions but did so less effectively.

Studies also illustrated how experts represented problems in principled ways. This refers
to whether practitioners understand a problem by attending to its surface features and
how a situation appears or its underlying principles, and why the situation appears as it
does and what inferences can be drawn (Alexander, 2003). For instance, in Chi et al’s
(1981) study, when physicists had to categorise physics problems according to the
approach they would use to solve them, experts grouped problems that shared similar
underlying theories (e.g., “Newton’s Second Law”, Chi et. al., 1981, p. 127), but novices
grouped problems that appeared superficially similar (e.g., containing “circular things’,
Chi et. al., 1981, p. 127). Studies with teachers (Hogan & Rabinowitz, 2009; Berliner, 1994)
revealed how experts solved problems through their underlying causes but novices
reacted to the superficial features of the problem. For example, when a class misbehaved,
the expert would change seating arrangements to separate friendship pairs, but the
novice would discipline the miscreants.

Thus, one hallmark of proficient problem solving, a key constituent of reflective thinking,

is the ability to work through the process of “representing” (Mayer, 1996) in deliberative,
principled ways.

Research design

This small-scale case study (Yin, 2003) illuminated teachers’ problem solving capability
through these questions.
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a) What differences if any, exist in the problem solving capability of teachers with
differing levels of experience?
b) Whatimplications do the findings have for teacher training?

Setting and participants

The study was based at a Hungarian university which offers two types of English teaching
programmes. One is a four-year, pre-service Bachelor’s degree qualifying trainees to teach
Hungarian subjects plus English language to 6-12 year-olds. 30% of the programme is
taught in English (language development and English teaching methodology) and 70%
in Hungarian. The other programme is a part-time, two-year, in-service course for
qualified, practising Hungarian teachers, retraining as English teachers (of 6-12 year-olds).
This in-service programme just teaches English language and English methodology. Nine
teachers participated in the study, divided into three groups, each containing three
teachers.

Beginner teachers

Each beginner had fewer than 21 hours English and Hungarian teaching experience. The
group included two final-year student teachers, and one newly-qualified teacher (NQT) of
the pre-service programme. Their English was at intermediate B2 level according to the
Common European Framework of Reference. Beginner teachers are referred to with the
pseudonyms of Bettina, Bogldrka and Béla (the NQT).

Accomplished beginner teachers

The term accomplished beginners refers to teachers who are skilled and accomplished in
one area of expertise but beginner in another (Bransford, Zech, Schwartz, Barron, Vye, &
CTGV, 1999, p. 36). Each accomplished beginner was a qualified teacher of Hungarian
with over 15 years’ teaching experience but fewer than 21 hours' English teaching
experience. At the time of the study, two accomplished beginners were attending, and
one had recently completed the in-service course. Their English was at intermediate B2
level, their pseudonyms are Amélia, Aniké and Agnes.

Experienced teachers

This group contained three qualified, experienced teachers with over 15 years teaching
experience in English and Hungarian subjects. Their English was at advanced C1/C2 level;
their pseudonyms are Edit, Emma and Eniké.

Teachers were invited to participate through an open letter sent to 30 pre-service and in-
service programme participants and 10 local schools. The letter detailed my research
purpose, the roles of participants and myself, data collection procedures and what would
happen to any data obtained. More people volunteered than | needed so selection was
made according to how accessible their schools were for data collection purposes and
whether the respondent was a beginner, accomplished beginner, experienced teacher. |
selected teachers of differing levels of experience to add diversity to the study. | visited
eight state primary schools within a 40 kilometre radius of the university.
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Data collection

| selected classroom observations, semi-structured interviews and diaries for data
collection as ones compatible with my exploration of classroom-based teacher thinking,
given that investigating such complex, context-embedded human behaviour is best
done through qualitative methods (Denzin & Lincoln, 2005). Data sources consisted of: 18
observational field notes; 27 interview transcripts; 27-36 e-mail diary entries. Data
collection proceeded as follows.

Observation 1 — Post-lesson Interview 1 — Diary 1: | observed each teacher’s lesson in their
regular schools, sitting at the back of the room taking field notes. The teacher and |
discussed the lesson within 30 minutes of the lesson end. Then, within 24-48 hours, the
teacher wrote a diary about the experience.

Observation 2 — Post-lesson Interview 2 — Diary 2: | repeated the above process with each
teacher, 4-8 weeks later.

Follow up Interview: One week after Observation 2 - Interview 2 - Diary 2, each teacher
and | had a follow up interview where we discussed the research experience to explore
and clarify any issues that had arisen. The teachers wrote one, sometimes two, diary
entries 24 hours to one week later.

| combined observations with interviews to combat the well-documented problem of
observer bias (Brown & Mcintyre, 1995), so the teachers could explain their
interpretations of the teaching events | had observed. Interviews were conducted in
English and lasted 45-90 minutes. | recorded and transcribed them verbatim, and the
teachers received their transcripts. Interviews 1 and 2 unfolded in similar ways, guided by
core questions to elicit information linked to my research questions but we freely
explored other topics as they arose (see Appendix 1 for interview questions). The
interviews fell into two sections of (a) ‘Talking about the lesson’ where teachers described
and analysed what had happened; (b) ‘Talking about teaching’ where we discussed issues
such as how they perceived their own teacher learning.

All teachers wrote e-mail diaries for reasons of convenience. Although teachers were
familiar with keeping teaching journals from their own teacher preparation courses,
those journals were more records of work than explorations of practice which is what |
asked teachers to do. Some teachers were initially unsure of what to write so | provided a
sample diary entry and prompt questions for teachers to follow if they wished (see
Appendix 2 for diary questions).

| restricted diary writing to one entry after each interview rather than over an extended
period of time because | wanted to record and not promote reflective thinking. Diary
writing may foster reflective and so problem solving skills (Porter, Goldstein, Leatherman,
& Conrad, 1995) if teachers analyse their thinking systematically and long-term (Freeman,
1993; Bailey, 1995) so | did not allow this to happen.
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The study was conducted in the teachers’ second language of English for two reasons.
The teachers themselves wanted this for the extra language practice they felt they could
gain by interacting in English with me. Indeed, the beginner/accomplished beginners
asked me to correct language mistakes on interview transcripts to improve their
proficiency. Also, English was the language of the professional community within which
we were operating: several teachers were studying in English; mentor-mentee
conversations for English TP occurred in English; teachers taught from UK-published
resource books. | wanted the teachers to use the professional discourse as much as
possible to support their teacher learning (Freeman, 1993).

However, the second language context did create problems. The teachers had differing
English language levels. The experienced teachers (C1/2 level) were more proficient,
articulate English speakers than the beginner/accomplished beginners, suggesting
perhaps misleadingly that they also solved problems more effectively. Also, sometimes |
and the intermediate English speakers misunderstood each other, or sometimes they
lacked the professional terminology that could have facilitated their reflections. The
linguistic demands of speaking in English were tiring for some as well, which perhaps
impeded their ability to discuss their teaching.

To increase the credibility and dependability of data, | implemented methodological
triangulation (Cohen & Manion, 1996) and combined observation with diary and
interview data to establish an accurate picture of problem solving processes. Diaries and
interviews elicited similar information through different means and the former allowed
participants time and space to articulate their knowledge without the pressure of having
to communicate spontaneously in English. Also, through investigator triangulation
(Cohen & Manion, 1996) four colleagues checked my own analyses of the data. Using
contextual clues plus our knowledge of how Hungarians express themselves in English,
we could clarify any ambiguities.

Qualitative data analysis

Data analysis followed grounded theory procedures (Rubin & Rubin, 1995) so data was
broken down into thematic sections then segments then concepts until eventually
thematic categories emerged that accommodated all the data. Throughout the analytical
process, | cross-checked the data sources, refining the categories accordingly. Colleagues
checked my own interpretations and eventually coding systems were agreed upon that
accommodated all the data.

Concerning the category of problem solving, in the data | could identify what | term
bounded problem solving episodes when the teachers discussed problematic teaching
events that had occurred while teaching. To gain insight into their problem solving, |
examined how, when discussing each episode, the teachers worked through the
following four problem solving processes which have been adapted from Mayer’s (1996)
model.
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Problem solving processes

1.

2.

Identifying the problem’s most significant features. This answers the question,
What's the problem? and corresponds to Mayer’s “representing” (1996, p. 551).
Identifying the problem’s cause: Why did this occur? This focuses on one part of
“representing’, of recognising the problem’s underlying principles and is included
separately to see if experienced teachers (but not beginners) attend to underlying
causes as experts do in general.

Identifying solutions: How can | solve it? This refers to participants selecting and/or
carrying out solution strategies. It relates to Mayer’s “planning” and “executing”
(1996, p. 551).

Evaluation: What comments/reflections do | have on this episode? This corresponds to
Mayer’s “controlling” (1996, p. 551) where participants evaluate or comment on

some aspect of the problem solving process.

This excerpt illustrates how these processes were applied to the data. Experienced
teacher Edit discusses the problem of passive pupils in her lesson:

There are some pupils not interested in studying English (Problem).
English is a bit over their head, they always feel that the others are
much better .... (Cause). The only thing that worked with them, is
when they create something in groups and they all do different
things. Then they are really interested (Solution). However if we do
these things all the time then they don't learn the material they
should by the end of the school year and it’s lots of work for me, too
this differentiating ... it's work (Evaluation). (Post-lesson Interview 1)

| analysed each problem solving episode that each teacher discussed and tallied the
processes the teachers covered thus.

Identify | Identify | Identify | Evaluation
Problem | Cause Solution
Experienced | Interview1 |5 | S ] 5o S
teacher Edit | Interview2 |1 1 1 1

Figure 1. Processes of problem solving (Sample)

The rows represent problem solving episodes, the columns the four processes, the
numbers record when a teacher completed a problem solving process. Thus, Edit
discussed five episodes in Interview 1 (one of which is illustrated above) and one in
Interview 2 and always worked through all four processes.
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Findings

One main finding was that the beginners and accomplished beginners solved problems
in similar ways, but differently from and less proficiently than the experienced teachers. |
illustrate this through a comparison of three problem solving episodes, one each from a
beginner, accomplished beginner and experienced teacher. My comparison is structured
through three aspects: the number of problem solving processes covered, the accuracy
and the depth of the participant’s performance.

Beginner Bettina

Bettina aimed to teach present simple through the context of jobs to her 10-year-old
pupils, who consistently made mistakes such as | wears a uniform... He wear a uniform....
she wear a uniform... They wears a uniforms. Bettina constantly corrected the pupils, but
the mistakes persisted. Post-lesson, Bettina commented:

| think they don’t understand every words that “works in a uniform”...
not “wears in a uniform”. Maybe don’t the form was the problem just
the meaning of the words (Identifying problem 1). But somebody
change it so they don’t know that the boy is “he” and the girl is “she”
(Identifying problem 2). | tried to help them to show the picture that
he hasn't a...ponytail (Identifying solution)... but | don't know what
was the problem with “he” or“she”. (Interview 1)

Bettina worked through two problem solving processes of identifying a problem and
identifying a solution. Indeed, she identified two problems. Problem 1 concerned
concept when Bettina believed pupils made mistakes because they did not understand
the new vocabulary and Problem 2 concerned form when pupils were confused by
‘he/she’ pronouns/plurals. This suggests that Bettina herself was unsure in identifying the
precise problem. The problem was actually grammatical as pupils were confused by the ‘s’
verb-ending (/ wears), plurals ‘uniforms’and ‘he/she/it’ pronouns.

Bettina’s solution of showing a picture of a boy referred neither to the problem nor its
cause, both of which were grammatical in nature and required a solution that helped the
pupils notice the ‘s’ forms. Bettina misinterpreted the problem, could not see the
underlying cause and consequently identified an inappropriate solution.

Interestingly, several other beginner/accomplished beginners mentioned difficulties with
identifying the precise problem. Beginner Béla bluntly stated we cannot really see our
mistakes, and Accomplished beginner Amélia said that while she often knew something
was wrong, she could not recognise exactly what: “I often think it's no good ... ... feel it".

Accomplished beginner Agnes
Agnes aimed to teach a restaurant dialogue to 12-year-olds. In the lesson, the pupils were
inattentive and disruptive, and post-lesson Agnes commented:
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Sometimes they talk when they had to listen to me (Identifying
problem) ... | didn't want to look like a witch but | think after that | will
... tell them that ... “What | promise badly or good, | always keep it. So,
please be quiet and if you don't then | will write a notice into your
book” (Identifying solution). (Interview 2)

Agnes accurately recognised the problem that her pupils misbehaved, and suggested a
solution that did refer to the problem, of punishing the naughty pupils. She did not,
however, consider the cause of the pupils’ misbehaviour that | believe she had available
to her: a visitor (me) was present; materials were inappropriate; the lesson was on a Friday
afternoon; pupils had written a test the previous lesson. Nor did she evaluate the
problem solving episode. This suggests that she focussed on the problem’s surface
features rather than its underlying structure, creating the impression that her analysis
lacked depth.

Experienced Emma

In Emma’s lesson, 12-year-old pupils in groups had to construct sentences related to a
subsequent reading from word cards. The word cards were colour-coded to represent
parts of speech (e.g., red = verb). The pupils found this extremely challenging and Emma
evaluated their performance thus:

They have the small cards and they were mixed, there was a pattern
and they could not find the place (Identifying problem) ... | gave them
some help and | think that they could solve the problem then
(Identifying in-class solution).

She continued that the pupils did not know:
the strategy where to start with and how to work with this pattern

(Identifying cause) ... In previous lessons, | ... should've tried some
patterns (Identifying solution) ... it comes from history and we have to
learn it ... it takes time (Evaluation). (Interview 1)

(NB: “it comes from history” means that for Emma, despite recent reforms, Hungarian
education is still teacher-centred, focussing on transmitting information and memorising
facts. Teaching methods such as project work or co-operative techniques that foster the
strategic thinking skills needed for such problem solving tasks are still underused in
primary schools.)

Experienced Emma was more thorough, principled and critically aware in her problem
solving than both Beginner Bettina and Accomplished beginner Agnes. First, by working
through all four processes, Emma automatically considered more aspects of the situation,
suggesting a more thorough approach than Bettina and Agnes, who only considered two
processes. Second, Emma provided a principled, in-depth analysis and clearly perceived
the problem through its cause, that is, that pupils lacked problem solving skills and

10




A comparison of English teachers’ problem solving skills

matched her solution of training in strategic thinking to this cause. Neither Bettina nor
Agnes addressed the cause and only discussed the problem and solution. This suggests
they focused on the surface features of the problem rather than its underlying structure,
implying that their analyses lacked depth. Third, by referring to Hungarian education in
Evaluation, Emma highlighted a constraint to her solution, that is, that her pupils need
time to learn problem solving skills. This suggests she was more insightful and critically

aware than Bettina and Agnes, who omitted this process.

Identify Identify | Identify Evaluation
Problem Cause Solution
Beginners
Bettina Interview 1 B R D 1
LN E B N
____________________ IOt R I SO SO
Interview 2 1 1 1
Boglarka | Interview1 |1 | L L
I . I LI
R N (I
____________________ it v
Interview2 |2 | 2 2
2
Int. 1
Béla Interview1 |1 | L L
LSRR SRR LI R
____________________ Int.
Interview 2 Int. 1 1
Accomplished Beginners
Amélia | Interview1 |1 B R R ]
Interview 2
Aniko Interview 1 3 3 3
Interview2 (1. | 7 1 T
L L R B
2
Agnes Interview1 |1 qlr ]
S IO D I
S N B (I L A
Interview 2 *1 1
Experienced
Edit Interview 1 |5 | ST - S D]
Interview 2 1 1 1 1
Emma Interview1 | *3 | 3 ] 3 ] 3
SR 1 SR R L
Interview 2
Eniké Interview1 |3 | 2 s 3 | 3 ]
Interview2 |1 | L 1 T
1 1 1

Figure 2. Processes of problem solving
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(NB: * indicates that this episode is illustrated above; Int. indicates that | as interviewer
identified the problem, but the participants identified the other processes.)

Analysis of all nine participants’ problem solving revealed similar findings. Figure 2:
Processes of problem solving records the processes participants used when solving
teaching problems.

Figure 2 reveals that all inexperienced English teachers (beginners/accomplished
beginners) worked through fewer processes and considered causes and evaluation far
less frequently than the experienced teachers. This implies that the
beginner/accomplished beginners were less thorough, principled, critically aware
problem solvers than the experienced teachers.

Implications for teacher education: developing principled reasoning

The experienced teachers then, perceived problems in principled ways. They almost
always covered all four problem solving processes, identified the cause of the problem,
and selected a solution that addressed the cause. Their approach echoes the deliberate,
principled approach that marks expertise in general and is therefore one area of student
teachers’ thinking that warrants attention to develop pedagogic problem solving skills
and so reflective thinking in general.

I have been exploring ways of developing principled reasoning with my student teachers
(STs) through the activities described below which are based on real situations that
occurred in the study. The activities aim to push student teachers (STs) to notice the
underlying structures of problems and so view them in the principled, insightful ways of
experienced teachers. They draw on two teaching methods: modelling and problem
solving heuristics. Modelling gives learners access to the cognitive processes experts use
in principled problem solving (Bandura 1996, has details on modelling). The problem
solving heuristics teach STs strategies to use when representing problems (Nickerson,
2004 and King, 1991 detail how heuristics foster principled reasoning).

Discussing cases

Discussing cases pushes STs to ask themselves: Why did this problem occur? What theory
can explain it? How? Why? The STs compare a real problem scenario (Teacher A) with two
fictive scenarios of the same problem, solved differently (Teachers B and C). STs should
notice how Teachers B and C consider the problem’s cause prior to selecting an
appropriate solution and use theory (differentiation, socialisation skills) in their
explanations whereas Teacher A just attends to surface features: children misbehave, they
get punished.

12
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e  Which problem solving do you like best? Why?
e What are the differences between them?

TEACHER A
Sometimes they talk when they had to listen to me (Problem). | didn’t
want to look like a witch but I think after that | will ... tell them

that ... "What | promise badly or good, | always keep it. So, please be
quiet and If you don’t then | will write a notice into your book.”

TEACHER B

Sometimes they talk when they had to listen to me (Problem). | think
the exercise was too easy for Juli, Laci, Dani and Zsolti and they
disturbed the others. Next time | will give them harder tasks and |
think this will motivate them more. Children are different so we need
to differentiate between them but | think we Hungarians are just
learning how to do this. It takes time.

TEACHER C

Sometimes they talk when they had to listen to me (Problem). Dani
and Zsolti and Juli and Laci are best friends and they always play too
much when they sit together. Next time | will change the groups so
they don’t work together. And this is also good, cos maybe they can
get used to working with new people and develop socialisation skills.

Figure 3. Same problem solved differently

Decomposing the problem

STs break down the ‘Teaching the Chant’ scenario through one of the tasks below.

13
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Béla wanted to develop pupils speaking skills by asking them to create new versions
of a simple chant. Pupils were aged 8, beginner learners of English.

1. Taught/revised new words: Snow, snowman, eyes, mouth, nose.
2. Taught and practised the chant.
Snow!
Let’s make a snowman!
OK 1,2, 3.
Eyes, mouth nose.
Yippeeee!
3. Created a new version of the chant on the blackboard.
Pizza!
Let’s make a pizza!
OK 1,2, 3.
Salami, cheese, tomato.
Yippeeee!
4. Asked pupils to create (in pairs) their own Pizza version by changing food items.
5. Pupils did one of the following
5a. Produced incomplete versions Pizza! 1,2,3, Yippeeee!
5b. Produced inaccurate versions Let’s Pizza! 1,2,3, Yippeeee!
5c¢. Copied Béla’s bb. Pizza version
5d. Did nothing.
6. Béla scolded pupils.

Figure 4. Teaching the Chant

STs analyse the scenario by working through one of these tasks.

Working backwards

STs work backwards though the lesson guided by Why? questions: Why did Béla scold
pupils? Why did some pupils do nothing? Experts invariably decompose teaching problems
by working backwards from the goal to start point, which helps them identify the
problem’s key features such as the cause, obstacles and the causal links between them
(Nickerson, 2004). This task, therefore, pushes STs to analyse a problem in the manner of
experts to create an accurate problem representation.

14
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The grid

STs represent the problem scenario in columns that replicate the four problem solving
processes and so are pushed to break down a problem in the manner of experienced
teachers.

Problem Cause Solution Evaluation

What's the Why did it happen? How would you Comments? (Will your

problem? solve the solution work?)
problem?

Pupils didn’t Béla taught wrong words. He

write new version | taught key words from
original version (e.g., Snow)
not the key words pupils
needed to create own version

(Let's makea.....)

Figure 5. The grid

Drawing the problem on big posters
STs visually represent then explain their poster to partners.

Paraphrasing the problem
STs explain the problem in their own words to a partner.

In drawing and paraphrasing the problem, to accomplish the task of explaining their
interpretations of the scenario to someone else in a meaningful way, STs must select the
problem’s key features then explain the relationships that exist between them. This
focuses attention on the problem’s underlying structures

Grouping problems
STs read detailed descriptions of problem scenarios and discuss whether they are:

(a) Superficially similar but with different causes. An example of this was when pupils

were naughty but for different reasons (see Figure 3).

(b) Superficially different but with similar causes, for example,
Problem 1: 10-year-old pupils behaved badly when asked to work in groups
Problem 2: 13-year-old pupils only responded when the teacher spoke in
Hungarian not English
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The situations were different as the problems, lesson contents and learning contexts
were different. But in both cases pupils were uncooperative because they were asked to
learn in ways unfamiliar to them: working in groups (the previous teacher only used
teacher-centred interaction); understanding English relying on contextual clues to guess
meaning (the previous teacher spoke mainly Hungarian during lessons). Therefore, the
causes were similar.

The discussion generated by this task pushes STs to understand problems by examining
the underlying rather than surface features thus mirroring the principled reasoning of
experts.

Conclusion

| argued at the beginning of this article that the tacit nature of reflective thinking may
make it difficult for student teachers to do well, and that there is therefore a need to
somehow render reflective thinking visible. The purpose of this study was to make the
tacit visible by examining the cognitive processes experienced and inexperienced English
teachers used in solving pedagogic problems, one important component of reflective
thinking. | identified aspects of teacher thinking that could be nurtured on teacher
training courses. The findings revealed that experienced teachers addressed problems in
principled ways through four problem solving processes. | recognise that this was a
small-scale study so | should be tentative about any conclusions | draw, but, given that
these findings echo the principled approach of experts in general, this suggests that it is
indeed one aspect of teacher thinking worthy of attention. Therefore, | now expose
student teachers regularly and systematically to activities such as those described above,
an approach to fostering reflective thinking that may be of use to other teacher
educators in Hungary.
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Appendix 1

Interview Questions

Talking about the lesson

Talk me through the lesson.

How do you feel it went?

What was your overall aim / aim with this task?

Why ...... (did you..../did X happen/ did Y do this....?)

What was the most important thing in the lesson for you?
What would you do differently if you taught the lesson again?
Describe one problem that happened?

How did you plan this lesson?

How did the lesson differ from the plan?

Talking about teaching

What do you do if something doesn’t work?

What helps you learn about teaching / Where do you learn new ideas from?
What is your biggest problem in teaching English?

Are there any differences between teaching English and Hungarian subjects?

Appendix 2

Question prompts for diary writing

How do you feel about the lesson?

What was the most important thing in the lesson for you?
What would you do differently if you taught the lesson again?
How did the lesson differ from the plan?

What have you learnt?

nhwn =
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Changing views on the teaching of idioms
and proverbs in the ELT classroom

Jasmina Sazdovska

Introduction

The theme of IATEFL-Hungary’s 2014 annual conference held in Veszprém was English for
a Change. The conference focused on how teaching may need to change to reflect
increased internationalisation. Globalisation is becoming part of everyday life,
influencing a wide range of aspects from how people conduct business to the way
education is organised and delivered. There are many changes that drive globalisation.
One is the information and communications technology (ICT) revolution which is “the
fundamental driver, of not just globalisation but many of these changes in the economy
and society” (Atkinson, 2009; p. 154). Another is the international growth of English as a
lingua franca (ELF). “Although there are, and have previously been, other international
languages, the case of English is different in fundamental ways: for the extent of its
diffusion geographically; for the enormous cultural diversity of the speakers who use it;
and for the infinitely varied domains in which it is found and purposes it serves” (Dewey,
2007, p. 333). The relationship between globalisation and ELF is a complex one because
although the world-wide spread of English supports globalisation, globalisation itself
also influences the way English is used in international contexts.

“The implications of globalisation in language pedagogy are substantial and far reaching”
(Dewey, 2007, p. 344). Teachers are reflecting on how these changes are influencing their
classroom and student learning. As new technological advances open up novel media
methods for involving students through social media websites, online learning platforms
and digital communication systems, the language teaching landscape is also changing.
This, in turn, is being reflected not only in the technical methods for delivering education,
but also in the content and methodology of the language classes. Teachers are asking
questions about what type of English they should be teaching: which varieties of English
to present in the classroom and which professional specialisations, branches of ESP, are
relevant for their students. Issues concerning the teaching of appropriacy and pragmatics
are being debated by teachers (Brock & Nagasaka, 2005; Eslami-Rasekh, 2005; Rose &
Kasper, 2003). Researchers are looking into the processes of innovation (Pitzl, Breiteneder,
& Klimpfinger, 2008) and creativity that are currently taking place in the use of English in
international contexts.
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This paper deals with two specific examples of metaphoric and creative expressions in
English, idioms and proverbs, and examines ways in which teaching methodology might
need to be updated in order to reflect changes caused by the increased
internationalisation of English. There are two basic premises and questions that guide the
argument in the paper:

1) Idioms are frequently used in the English language classroom, but proverbs are rare.
In view of the increased internationalisation of English, does this need to change?

2) Inresearch on the spread of English as a lingua franca (ELF) across the globe, there
have been some claims that idioms are becoming irrelevant for language teaching
as they represent only the culture and values of the native speakers. Is this truly the
case and what are the implications and alternatives for the language classroom?

The first part of the paper deals with the first premise and describes the current situation
in ELT methodology. It discusses the definition of idioms and their prevalence in ELT
materials and also takes into consideration proverbs and the lack of their coverage in the
ELT classroom. The second part of the study focuses on the second question and provides
a critical overview of the research on idioms and proverbs in ELF. The research overview is
aimed to provide the grounds for the main thesis of the paper which is that idioms form a
central part of English language teaching, but because they are closely tied to the culture
of native speakers, they might not be equally relevant for learners who will use English in
an international environment with other non-native speakers. Proverbs, on the other
hand, due to their metaphoric nature and prevalence in many cultures could prove to be
much more useful in these circumstances.

Definitions

Idioms and proverbs are linguistic expressions that make use of a metaphor, so what they
have in common is that they both belong to the superordinate category of metaphoric
language. However, the way that they rely on metaphoric devices differs in each case, as
does the level of transparency of the phrases.

Idioms are frequently derived from metaphoric expressions which over time have lost
their direct reference, retaining only figurative meaning. To “show your true colours”
(Idiom Origins, 2015), for instance, means to show your true personality or character.
Historically the idiom developed from a metaphor connected to sailing. Ships would fly
the flag also known as “colours” of the country where they came from. Pirates would often
sail with a false flag and only hoist their real flag, that is, “show their true colours” just
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before they attacked another ship. With time, the flag and sailing metaphor was lost and
became no longer transparent to everyday users. This is the process of idiomatisation of a
metaphor, which shows how idioms become fossilised forms of metaphoric language.
This is why idioms are sometimes referred to as dead metaphors, although the notion has
been challenged (Gibbs, 1993)

Idioms are unusual lexicological items because they convey a meaning which is not
evident from the semantic import of their constituent lexical items. A detailed dictionary
definition of an idiom is the following:

A term used in grammar and lexicology to refer to a sequence of
words which is semantically and often syntactically restricted, so that
they function as a single unit. From a semantic viewpoint, the
meanings of the individual words cannot be summed to produce the
meaning of the idiomatic expression as a whole. From a syntactic
viewpoint, the words often do not permit the usual variability they
display in other contexts, e.g. it’s raining cats and dogs - *it’s raining a
cat and a dog. Because of their lack of internal contrastivity, some
linguists refer to idioms as ‘ready-made utterances. (Crystal, 2008, p.
236)

It is perhaps this unique feature of idioms that they convey a meaning undiscernible from
their lexical content that makes them interesting items for the language classroom. In
order to understand the meaning of these ‘ready-made utterances’ learners cannot rely
on their lexical knowledge, but need to think about the connection between the
utterance in which the idiom occurs and the communicative situation in order to deduce
the meaning from the context. This strategy might not be possible at times in the
language classroom where idioms are listed according to topic and students are provided
with very little information on the communicative context in which the idioms are used.
For example, idioms linked to various parts of the body are often covered in the
classroom together regardless of their meanings or the situations in which they are used.
In the same exercise the teacher would cover “pulling my leg” and “butterflies in my
stomach” (Oxenden & Latham-Koenig, 2008, p. 152) simply because they're both linked to
parts of the body. This may be confusing for learners because the real meanings of
“joking”and “nervousness”have little to do with the actual body parts.

Although proverbs are also non-literal, frequently metaphoric expressions, unlike idioms
their figurative meanings might be easier to work out as their interpretation relies on a
major characteristic of the literal concept. If we take as an example the proverb “an apple
doesn’t fall far from the tree” we can see that the link between the literal and metaphoric
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meanings is more directly evident than in the case of idioms. Family lineages are often
metaphorically depicted as trees and the tendency of children to resemble their parents
(i.e., not be “far” from them) is linked in the proverb to the tendency of the apple to fall
near the tree. Due to the fact that the meaning is linked to a central feature of the lexical
content, the proverb is identical or very similar in many languages, making it easier for
foreign language learners to understand it. In addition, proverbs are often pieces of
wisdom or advice related to a widely held, universal truth, which makes them both
popular in many cultures and relatively straightforward to comprehend even when one
hears the saying for the first time.

The Dictionary of proverbs and their origins (Flavell & Flavell, 1993) interestingly enough
uses the following definitions and proverbs to answer the question What is a proverb? (p.
3):

- The wisdom of the street.
- Daughters of daily experience.

- A concise sentence, often metaphorical or alliterative in form,
which is held to express some truth ascertained by experience
or observation and familiar to all. (Oxford English Dictionary)

- Proverbs are short sentences drawn from long experience.
(Cervantes, Don Quixote, 1605)

- The people’s voice. (James Howell, 1594-1666)

- Proverbs may not improperly be called the Philosophy of the
Common People, or, according to Aristotle, the truest Reliques
of old Philosophy. (Howell, Lexicon, Proverbs, 1659)

- Much matter decocted into a few words. (Thomas Fuller, The
Worthies of England, 1662)

- What is a proverb, but the experience and observations of
several ages, gathered and summed up into one expression?
(Robert South, Sermons, 1692)

- Notable measures and directions for human life. (William Penn,
Advice to His Children, 1699)

- The whit of one man and the wisdom of many. (Lord John
Russel, Quarterly Review, 1850)

- A proverb has three characteristics: few words, good sense and
a fine image. (Moses lbn Ezra, Shirat Yisrael, 1924)
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It is clear from these definitions that proverbs have been collected, studied and defined
for many centuries and that they are an integral part of culture, literature and folk
wisdom. Moreover, they are collections of human wisdom, that is, the context is
recoverable, speakers can relate to the context even today, regardless of their language
and culture. It is this timelessness involving commonly shared experiences that makes
proverbs more understandable than idioms, which are usually connected to a particular,
often long-gone context. Proverbs are parcels of condensed folk wisdom which point out
some essential aspect of human nature or the world, and as such should be able to
transcend cultures. For the purposes of this study proverbs are compact sentences of
condensed wisdom that frequently use a metaphor to express an essential truth about
the world or human nature. This truth has been gained through long experience and is

expressed in a catchy phrase often using ||| ke or
are which create a between the
of a understandable to and the same
of a more complex concept that to be . the example
apple far from the the is the of the apple
fall and the more complex notion that it is the
of to their . could be the proverb
the . the - is the fact that
their in the very hours, and the notion which is is the
of the who to the and make

and proverbs as part of metaphoric language.
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