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ABSTRACT
This study employed pragmatic parallel mixed methods to determine the impact of TPD on early
childhood teachers’ pedagogical methodology and English acquisition by young children in
South Korea. The data included observations from the TPD sessions and classrooms, interviews
and lesson plans, as well as the pre- and post- test scores of the 42 participant children. The
findings have provided valuable insights into (1) how the HIA TPD program could serve as a
means of effective TPD, positive impact on the growth of teachers’ English instructional practice,
and young children’s English learning, and (2) the benefits for children in the treatment group
that was generally greater than the control group in the areas of VA, LS, and PA skills.
Implications for further research on TPD and other supports for the integrated early childhood

English education were discussed.
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CHAPTER ONE: INTRODUCTION TO THE STUDY
Background

Teaching and learning to speak English has become increasingly important in South
Korea (hereafter referred to as Korea) because English has been identified as one of the world’s
most widely-spoken languages (Bae; 2010; Han, 2002; Jeong, 2011; S. Lee, 2012; Park, 2003).
This trend has increased with the developments in information technology and globalization.
According to the British council (2013), the English language has an official or special status in
more than 70 different countries and is being learned by more than 1.75 billion people worldwide.
These numbers support the importance Koreans place on being conversant in English in today’s
world.

English has been taught in Korean secondary schools as a required foreign language since
1950 and has been incorporated into primary school curriculums since 1997 (H. Lee, 2010).
English education for young children (ages 3~6) has been implemented in most kindergarten
schools (approximately 92.2%) using a variety of English programs (An, 2010; Ban & Seo, 2009;
Cha, 2004; Cho, 2011; Kim, 2007; M. Lee, 2005; Ma, 2007).

Concerns about early childhood English education in Korea, however, revolves around
implementing English language instructional programs without research based on a systematic,
pedagogical model (Bae, 2010; Cheon, Choi, Jwa, & Seo, 2002; Y. Lee, 2012; Park & Shin,
2005; Yoo, 2011). Given this reality, some educators are calling for the Korean government to
carry out a comprehensive review of early childhood English education. (S. Jeong, 2005; S. Lee,
2012; Yoo, 2011). In response, Korean researchers have started to analyze the current status of
English instructional programs and teachers’ and parents’ perceptions of early childhood English

education; yet there are few empirical studies of teacher professional development (TPD)



including English teaching methodology (Cho & M. Lee, 2009; S. Lee, 2012; Ma, 2007).
According to the research studies of E. Kim (2003), Y. Lee (2012), and Ma (2007), many
principals, directors and administrators of the early childhood educational institutes, including
kindergartens and children’s houses are implementing English education in order to meet high
demand and interest of parents, despite the difficulties of obtaining suitable English teachers and
English teaching methodology. In addition, there is neither national support nor common core
standards in early childhood English education. Even when the early childhood curriculum was
newly revised in 2012 by the Korean Ministry of Education, Science, and Technology, the
responsibility for the implementation of early childhood English education program was left to
the discretion of each kindergarten instead of being included as a part of the curriculum (Bae,
2010; Jeong, 2005; M. Kim, 2007; H. Lee, 2010; S. Lee, 2012). The reasons why the Ministry of
Education didn’t implement early childhood English education may be because scholars and
educators still debate the pros and cons of implementation of early childhood English (Kang,
2009; S. Lee, 2012; Yoo, 2011). Some educators claim that it could be successful if children
acquire English as a Foreign Language (EFL) during the children’s critical (sensitive) period of
language acquisition (Boo, 2003; J. Lee, 2000; J. Lee, 2009). On the other hand, others argue
that it would interfere with native language development of young children, while they are still
developing their mother tongue (Brown, 2007; G. Lee, Jang, M. Jeong, & Hong, 2003).
Regardless of this debate, most kindergartens in Korea presently implement English education.
Consequently, current English education for young children needs to be re-evaluated to
maximize the effectiveness of English teaching (Cheon, Choi, Jwa, & Seo, 2002; S. Lee, 2012; Y.
Lee, 2012). In fact, it is essential that classroom teachers guide young children to learn through

interacting with their environment in kindergartens for more efficient and effective acquisition of



English in Korea (An, 2010; Jang & Won, 2008; Kang, 2009; H. Lee, 2010). Early childhood
teachers should ideally have the knowledge, skills and experiences to integrate English into their
total curriculum because they believe that (1) they know the needs of their classroom children
cognitively, intelligently, and psychologically, and (2) they can create an appropriate learning
environment for English education for young children when it is interwoven with other content
curriculum in the classroom (An, 2010; Gu & Lee, 2002; Kang, 2009; Yoo, 2011). Accordingly,
new English instruction programs for young children need to be supported by TPD program for
most effective implementation and TPD programs in this field should be supported by the
policymakers from all relevant organizations including schools, universities or government (An,
2010; Kang, 2009; D. Kim & King, 2011; C. Youngs & G. Youngs, 2001) so that teachers
leaving training programs can be equipped to teach English using the interdisciplinary approach.
Statement of Problem

Increasingly South Korean educators and researchers are focusing attention on the most
effective way in which to teach young children English (An, 2010; Cheon et al., 2002: Kang,
2009; J. Kim, 2004; Shim, 2009). These researchers identified issues from the current early
childhood English education. First, the English method currently being implemented in most of
kindergartens has been developed by commercial English education companies outside school,
not by reliable educational institutes based on research (J. Kim, 2004; M. Kim, 2007; Shim,
2009). Kang (2009) stated that 76.5 % of 333 early childhood teachers expressed dissatisfaction
of the current English method because it had its own curriculum, not connecting with the early
childhood education curriculum. Secondly, the newly revised early childhood curriculum called
‘nurigwajeong’ in Korea has been used since March 2013 (Ministry of Education, Science, and

Technology, 2012). ‘Nurigwajeong’ means ‘enjoy the process,” and focuses on holistic,



integrated education based on the nurture of necessary life-long skills of young children, in
conjunction with the five fundamental areas: physical activity and health, communication, social
relationships, artistic experience, and natural exploration. However, the current early childhood
English education has been separately taught as a special subject, and this method is not
compatible with the goal of holistic, integrated education, as stated by the new revised early
childhood curriculum (Kang, 2009; Yim, 2008). Through integrated English education with the
content areas, young children would increase their interest and motivation to learn English (Choi,
2009; Shin, 2004). Third, An (2010) and Kang (2009) argued that it would be the best when
English education for young children is intertwined with other content curriculum in the
classroom, and trained Korean classroom teachers teach their students English utilizing an
integrated curriculum. However, many early childhood teachers don’t know how to teach
English in their classrooms because they have had few opportunities to develop English
integrated teaching strategies in meeting the English language learning needs of young children
(An, 2010; Choi & Son, 2011; Cheon et al., 2002; J. Kim, 2011). According to H. Lee (2001), J.
Kim (2004), M. Kim (2008), Shim (2009), and Kang (2009), they argued that the high quality
TPD should be a priority in order to allow teachers to have a deep understanding in both sides of
early childhood education and English education as prerequisite for effective early childhood
English education.

Therefore, researchers recommended that Korea should consider the country-wide
adoption of alternative, research based approaches based on TPD with the integrated English
methodology in teaching English since the current English methods and approaches have been
found to be inadequate to address the nation’s needs (An, 2010; Kang, 2009; H. Lee, 2010; S.

Lee; 2012; Yoo, 2011). In this study, I developed a Holistic Interdisciplinary Approach (HIA) as



the early childhood English education curriculum, and implemented TPD using HIA to make
sure if this program can promote the development of effective early childhood English education.
Purpose of the Study

The main purpose of this study was to investigate the effect of a teacher professional
development (TPD) program utilizing a Holistic Interdisciplinary Approach (HIA) to determine
its impact on early childhood teachers’ pedagogical methodology and English acquisition by
young children (ages 3~6) in South Korea. Ultimately, the improvement of teacher knowledge,
beliefs and practice will place young children in better position to learn English by motivating
their learning and influencing their accomplishment.
Research Questions

The guiding question of this study was: How does the early childhood teacher practice
her learning and teaching with guidance from a mentor using the HIA English program, and
enhance young Korean children’s learning of English both inside and outside her classroom?

The qualitative research question to be answered in this study was:

1. In what ways did Teacher Professional Development using the HIA English
methodology impact the early childhood teacher's English instructional practice in
teaching English to young Korean children?

The quantitative research question to be answered in this study was:

2. How did Korean kindergarten children who received the HIA method perform in
comparison to those who received the current method of English instruction in the
areas of auditory discrimination, vocabulary acquisition, letter sound recognition, and

phonemic awareness skills?



Definition of Key Terms

Holistic Interdisciplinary Approach (HIA): The researcher developed the HIA English
curriculum, which is an integrated curriculum of Montessori language method and
interdisciplinary methodology based on children’s literature. In addition, the HIA focuses on
whole language and language experience in music and art, as well as story telling including
multi-media and Montessori language materials: sandpaper letters, movable alphabets and
phonetic reading materials. It is a child-centered and teacher-guided method that inspires
independence, freedom within limits, and a child’s natural development through his/her choice
and active learning (Montessori, 1946).

Kindergarten: Kindergarten in Korea is composed of children from ages three to five (sometimes
six). The children are grouped according to age or mixed together in a kindergarten class with
other children who may be within a three (or four)-year age span.

English teachers: In Korea, there are three types of English teachers to teach young children

English in the kindergarten: Korean natives who majored in English Education, trained Native
English-speaking teachers or Korean natives who didn’t major in English Education or
Education.

Montessori: Montessori classrooms are mixed-age, mixed ability communities where children
learn from peers and older children as well as the teacher. They also have “materials,” which
mean the educational objects for working in a particular subject area (Lillard, 2005). The
children in Montessori classrooms have freedom to choose, which allows them to develop their
physical, intellectual, and psychological powers (Montessori, 1949). Montessori also believed
that deep concentration was essential for helping children develop their best selves, and that deep

concentration in children comes about through working with their hands. Montessori teachers are



the dynamic link between the child and the environment, and function as observers, facilitators,
and guiders. Montessori teachers prepare the learning environment, engage children in learning
activities, inspire their imagination, and maintain a record keeping system. They are also
community builders between the parents, classroom, and child. By providing opportunities for
children to take initiative and materials that captured their attention and affection, the children
guide themselves to meaningful learning and social relationships.
Teacher Professional Development

The researcher in this study followed Bell and Gilbert’s (1996) model for achieving
teacher development. Bell and Gilbert (1996) outlined a model for TPD as containing three main
structures. The first structure is teachers’ social, personal, and professional development. The
social development includes working collaboratively with other teachers through the social
interaction, which enables them to observe others’ new ideas. The personal development
implicates changing teachers’ own knowledge and beliefs by experiencing different approaches
or opinions between their ideas and ideas from other teachers. The professional development (PD)
involves adopting, practicing and presenting a different teaching method. Second, the PD
incorporates effective instructional mechanisms. The mechanisms provide opportunities for on-
going support, feedback, and reflection. Finally, the last structure is considering teachers’
individual situation during the PD. The PD program needs to focus on continued interacting
among teachers and educators, including the PD leader, rather than moving forward through the
sequence of the planned curriculum with little or no consideration for the needs of the recipients.
In other words, effective PD should be teacher-centered because with respect to the personal
aspect, the teachers will strongly know who they are as teachers, and also have an ownership of

their ideas and views. Bell and Gilbert (1996) indicated that “there is a loose and flexible



sequence implied in the model” (p. 31). This flexibility helps teachers to be aware of their own
learning and to guide the scheduling and engagements of facilitators.

In summary, Bell and Gilbert’s (1996) TPD model focusing on social, personal,
professional development with on-going support is considered to be universal, regardless of
content areas. Thus, this model for accomplishing effective TPD was chosen as the underlying
framework to implement TPD in this study because the three main features, as described above,
could be applied to reach the ultimate goal of improving teachers’ knowledge and skills, and
increase young children’s English learning in Korea.

Theoretical Framework

The researcher implemented TPD underlying constructivism as the psychological
foundation of this research in an effort to assist the early childhood teacher in conducting an HIA
English program as EFL in her classroom. Constructivists contend that the learners learn from
being engaged in constructing their own knowledge (Mayer, 2004; Hmelo-Silver, Duncan, &
Chinn, 2007). Knowledge comes into its own when the learner can deeply understand (Perkins &
Unger, 1999). In other words, the learners seem to learn by themselves through inner drive, and
their learning doesn’t come from teachers’ teaching. Constructivists are interested in having
learners identify and pursue their own learning goals. As applied to teachers, a mentor in TPD
may have some specific learning objectives in mind, but s/he also needs to provide participant
teachers with opportunities to explore and learn something of personal interest (Driscoll, 2005).
So, in order to help the personal development of participants, which involves changing teachers’
own knowledge and beliefs, a mentor of TPD has to assess their prior knowledge including
strengths and weaknesses. It is necessary to provide the proper learning environment that

stimulates and supports the learners. By doing this, a mentor will be a role model for participant



teachers so that they can prepare for the suitable prepared learning environment for children
which reflect both their interests and learning objectives.

Constructivists believe that meaningful learning occurs when one constructs for oneself,
while learning through connections formed among existing ideas (Burner, Goodnow, & Austin,
1956; Dewey, 1924). Learners are able to select and change information, develop assumptions,
and make decisions depending on their thoughts. The theory of constructivism has implications
for the effective utilization of learner-centered activities. Through observation and constant
record keeping, teachers and mentors are able to support the learner to learn on his/her own pace
and manner so that the learner may become a lifelong learner in our knowledge based society
(Hmelo-Silver, Duncan, & Chinn, 2007).

Social constructivist, Vygotsky claimed that all the higher functions of learning are
rooted in the actual relations between relationships (Vygotsky, 1978). The participant teachers’
social development can be fostered from social interaction with other teachers, which then
enables them to implement more adaptive relationships with students, other school personnel and
parents. Since the interaction between teachers and learning communities contributes to the
development of congnitive structures (Driscoll, 2005), it helps the growth of teachers’
knowledge and beliefs. The teachers’ professional development during TPD can occur while
practing a different teaching method learned from other teachers or mentors.

Driscoll emphasized that the learning conditions to reach the goals of constructivist
instruction should include: problem solving, reasoning, critical thinking, and the active and
reflective use of knowledge. She also recommended five constructivist conditions for learning:
“(a) embed learning in complex, realistic, and relevant environments, (b) provide for social

negotiation as an integral part of learning, (c) support multiple perspectives and the use of
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multiple modes of representation, (d) encourage ownership in learning, and (e) nurture self-
awareness of the knowledge construction process” (p. 393). The HIA TPD is grounded in the
rationale of above constructivist approach.

The characteristics of TPD as a learner-centered approach within which teachers learn
from peers and a mentor of TPD who performs facilitative function are adequate to qualify as a
cognitive constructivist learning theory. First, the HIA TPD enables learners to explore their own
problems in the real world, and to practice their skills in intricate learning situation (Savery,
2006). Learners obtain knowledge through engaging with realistic and stimulating problems.
Second, collaborative working is crucial in the HIA TPD. Constructivists believe that “higher
mental processes in humans develop through social interaction” (Driscoll, 2005, p. 396). Third,
the HIA TPD provides diverse ways of learning. By doing so, learners can view a problem from
many different viewpoints. Fourth, the HIA TPD supports learner-centered learning so that
learners may be actively involved in finding solutions, and take responsibility for their own
learning and problem solving (Kendler & Grove, 2004; Savery, 2006) Fifth, in the HIA TPD,
learners learn from connections through a varied range of disciplines, and the multiple
viewpoints lead to a fuller understanding of the issues and the possibility of a more interesting
and creative solution. Lastly, Driscoll noted that constructivists stress the importance of
reflection; with reflection the learners improve their ability to create and discover new structures.
The HIA TPD emphasizes reflective learning through journaling and record keeping.
Significance

Given that teaching and learning English have been long-standing major concerns for
Koreans, it is essential that Korea acquires efficient and equitable means of teaching English

to its populace. It is anticipated that this study will make at least four contributions to the



areas of teaching young Korean children English (ages 3 to 6) as EFL. First, this study will
contribute to effective English learning for young children by giving them an opportunity to
learn at their own pace through interacting with their own teachers and peers in the prepared
environment, which includes all the Montessori pedagogical work. By using a Montessori
approach, individual children will be able to use the HIA work to gain mastery on their own
and have the satisfaction which comes from individual accomplishment. In addition, HIA
will support the classroom setting wherein the children will be encouraged to submerge
themselves in their own learning development. Second, this study is the first exertion to
apply HIA by a trained classroom teacher to guide children to learn English in Kindergarten.
Thus, HIA will also enhance a classroom teacher’s knowledge of English. Third, this study
will contribute to save money and time of parents and schools because the same classroom
teachers trained will play a great role to motivate the children and to raise their levels of
interest in the English language.

Finally, the crucial question underlying this study is finding an effective and efficient
English learning methodology. This study has the potential to give educational authorities the
key data that could provide the rationale for Korea’s educational reform efforts as they
pertain to the teaching and learning of English. The HIA educated teachers will be leaders in
the movement for more access to English language instruction for all Korean children. As the
teachers are more proficient, the school-aged children will have more equitable access to
English language learning and thus be more prepared to compete in the global marketplace as

adults.
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CHAPTER TWO: LITERATURE REVIEW

Introduction of the Current Early Childhood English Education

Kindergarten in Korea is composed of children from ages three to five (sometimes six).
The children are grouped according to age or mixed together in kindergarten class with other
children who may be within a three (or four)-year age span. The main thrust of the current use of
visiting teacher-directed English classes in Korea’s kindergartens is simply to encourage
children’s interest and proficiency in English language and culture (Bae, 2010). In general,
children have one or two 20~30 minute classes per week in which they learn songs and basic
expressions by repeatedly listening to and repeating short words or sentences in English (Cho,
2004; Yang, J. Kim, H. Kim, & S. Kim, 2001). A class size of approximately 25 children makes
the situation difficult for frequent interaction between the teacher and an individual child. In
addition, an English teacher rarely has a chance to meet with an individual child, to observe
him/her and analyze what s/he needs because of the short teaching hours and large classes.
Furthermore, it is uncommon for a teacher of English to have either the knowledge or experience
in meeting the academic needs of young children who are of varying learning styles, cognitive
styles, psychological types, and intelligences (Ehrman, Leaver & Oxford, 2003; An, 2010; Yoo,
2011).
Social, Personal, and Professional Development

In the effective TPD, social, personal and professional development becomes intertwined
(Bell & Gilbert, 1996). Through collaboration with other teachers and more opportunities to
discuss and share ideas, teachers learn to differentiate and evaluate the similarities and the
differences of their teaching (social development). Teachers need to recognize the problems of

current teaching, to be ready to change their ideas, and to trust in the new program in order to
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develop over time (personal development). In the professional development, helping teachers to
accept a new teaching method as a learner, to be confident about themselves as a teacher, and to
perform activities in the classroom are essential and must be achieved in order for PD to be
useful and effective (professional development).

Social Development. Webster and Valeo (2011) in their qualitative study indicated the
importance of social development of TPD as follows. First, teachers had more opportunities to
apply a new method learned from TPD to the students if provided the opportunity to discuss the
problem with other teachers who had the similar problems. Furthermore, they gained insight into
actual resolutions of specific behaviors through collaboration with other professionals (Barnes,
2006; Meskill, 2005). Second, teachers could create classrooms helpful to the needs of children,
who were English Language Learners (ELLs), through having chances to observe other
successful teachers working in the classroom and being able to discuss and compare
methodology and outcomes. Many educators have shown that establishing professional learning
groups gives teachers additional benefit in acquiring a better understanding of ELL curriculum,
and allows them to make more rapid progress in their own teaching practice (Barnes, 2006;
Meskill, 2005; Walton, Baca, & Escamilla, 2002; Webster & Valeo, 2011).

Personal Development. Personal development starts with the feelings about the need to
change present teaching and about extending of one’s own knowledge (Bell & Gilbert, 1996).
Gebhard, Demers, and Castillo-Rosenthal (2008) described two mainstream teachers, who joined
in the second language TPD initiated to develop new techniques to improve their work. Teachers
in this study realized that the pullout program might make it hard for ESL (English as a Second
Language) students to learn English and make friends at school. So they and their administrator

decided to combine the Spanish-English bilingual group with the typical classrooms; they were
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trained by authors to become text analysts and action-researchers who could investigate their
students’ developing academic literacy practices, and to conduct systematic instructive practice.
According to Demers and Castillo-Rosenthal, the trained teachers reported a better understanding
of how bilingual students learn English and why monolingual teachers, who are not aware of
special language development, often have a difficult time with ELLs.

Barnes (2006) outlined three main characteristics of teachers who participated in the
research before TPD; most of teachers (1) had not experienced working with culturally and
linguistically diverse students, (2) wanted to learn content knowledge and teaching method
without focusing on learning about cultural differences and diversity problems, and (3) focused
on the course explanation, not on the field experience. In other words, many teachers don’t
realize that they need to generate the best environment to provide all students with the optimal
chances regardless of students’ different backgrounds. So Barnes emphasized the utilization of
culturally responsive teaching in the TPD program because it increased the chances of success of
all students.

Therefore, through TPD, including field experience, teachers should come to understand
that their own interpretations about the world are not universally accepted (Barnes, 2006). This
kind of mindset can better boost teachers’ personal development in order to become competent in
guiding culturally and linguistically diverse students (Karabenick & Clemens Noda, 2004;
Walton, Baca, & Escamilla, 2002).

Professional Development. Positive attitude and ownership of learning a new program
from TPD is the basis of all success in new learning and its application to teaching (Farrell, 2006;
Karabenick & Clemens Noda, 2004; O’Hara & Pritchard, 2008; Youngs & Youngs, 2001).

Webster and Valeo (2011) observed a frequent disparity between TPD and the feeling of teachers’
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self-confidence concerning the needs of ELLs in the classroom. They stated that participants in
their research study wanted more intensive phonological training because when teachers were
knowledgeable and well equipped for teaching, they would have a high level of confidence in
their knowledge and skills. In addition, it is necessary for teachers, who have to deal with the
Limited English Proficient (LEP) students and /or parents, including ELLs, to be sensitive to
special problems in language development and to receive training in ELL teaching pedagogy
(Gebhard, Demers, & Castillo-Rosenthal, 2008; Seabolt, 2008). Consequently, the more
confident teachers become through TPD, the more motivated and successful they will be in the
classroom (Cooper, 2009; Farrell, 2006; Verdugo & Flores, 2007). Improved teachers’ self-
efficacy can have more impacts on ELL students learning in the near future than any methods
that they learned during the period of TPD (Webster & Valeo, 2011).

Another factor contributing to the professional development is ongoing support (Walton,
Baca, & Escamilla, 2002; O’Hara & Pritchard, 2008). Both face-to-face and the online sessions
to reinforce and extend a new program have been suggested by O’Hara and Pritchard as ways to
implement ongoing professional communication. Gibbs (2003) also found through survey that
most teachers would like to have both face-to-face and online professional development. The
face-to-face meetings allow the program to be supported by demonstrating, instructing, overall
planning and problem resolving and personalized feedback (O’Hara & Pritchard, 2008). The
online interactions, such as podcasts, internet-based audio files and blogs, provide easy access to
resources at the teachers’ convenience, to raise relevant issues and topics, and to tailor the
lessons according to individual teachers’ needs (Luehmann, 2008; Kim & King, 2011; O’Hara &

Pritchard, 2008; Walker et al., 2011).
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Kim and King (2011) investigated three ESOL (English for Speaker of Other Languages)
teacher candidates, who joined an ESOL teacher professional development program using
podcasts and blogs as main instructional tools so that teachers could apply the technology in their
classroom for ELLs. In this qualitative case study, the authors explored how teachers changed
their beliefs and practices and the manner in which they integrated newly acquired methods from
TPD while creating podcasts and blogs in accordance with their ELL case-study project.
According to Kim and King (2011), the three teachers inexperienced with podcasting and
blogging could master the use of them through TPD, test their approaches, improve practice, and
share their projects with other teachers on the Web as podcasts.

Roessingh and Johnson (2005) summarized phases of the transition from a face-to-face to
an online teaching and learning environment for their TESOL adult students, and reported their
observations in order to create professional development by connecting their students in the
world, as well as building strong community among them. The authors in this study concluded
that online mentoring TPD could provide an effective learning environment for promoting self-
reflection and community building among adult learners, as well as make it possible to overcome
distance delivery. Walker et al. (2011) used mixed methods to examine TPD utilizing technology
to help teachers find high-quality online learning resources and use them in developing actual
activities for their students. Walker et al.’s study indicated that TPD using technology integration
was related to the large increases in teacher knowledge, experience, and confidence.

There are, however; some challenges created by implementing TPD utilizing technology
integration, while there are advantages in technology use for TPD, as stated above. Kabilan and
Rajab (2010) investigated the benefits and problems surrounding the use of an online TPD for

teachers of EFL. Kabilan and Rajab in this study found that EFL teachers had not fully used the



17

Internet because of barriers related to time factor, Internet access, slow speed connection, and
lack of facilities, although teachers were using the Internet for teaching English in classrooms as
well as for numerous activities that increased their professional development, such as searching
for EFL-related information and sharing ideas with other teachers. Additionally, Shin (2008)
used qualitative research to explore the use of computers by Taiwanese ELL teachers. In Shin’s
study, the author used a cross case analysis of four teachers to examine teachers’ actions, beliefs,
and the contexts they taught, and revealed that technology implementation required more time,
and more teachers’ technology training. This needs to be taken into account when planning TPD.
If so, when teachers acquire technology and pedagogy knowledge synchronously while
engaging in TPD, they may be knowledgeable and confident with technology integration
(Kramer et al, 2007; Walker et al, 2011). Those who are confident with technology may still
benefit from focusing on one thing at a time, and be better to control time using technology.

It is important that online educators accept dual roles of becoming guiders of the
technology and facilitators of the learning process. For TPD to be successful, it is necessary that
there is an inter-relation among educators and learners. In online teaching, when the teaching is
focused on the relationship between the teacher/learner and learner/knowledge, while interacting
actively with learners, giving them constant feedback, animating synchronous discussions, and
making learners aware of cultural differences among members of a group, the learner will be
guided to learn to be more self-directed, and more responsible for his/her own leaning, Educators
have stated that one TPD issue is the continued long-term support (O’Hara & Pritchard, 2008,
Richardson, 2000; Walton, Baca, & Escamilla, 2002 ). The TPD programs also need to be more
reachable, offer greater selections, and promote collaboration (Belzer 2005; Marceau, 2003).

Online professional development appears to meet these requirements. The Internet has the
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capability to present itself as a key component of education and has the potential to become an
important source of information for the English language teachers (Kabian & Rajab, 2010). The
Web-Based online components, combined with the face-to-face training, fostered collaboration
and sharing of knowledge among participants while providing additional resources by trainers
(O’Hara & Pritchard, 2008).
Holistic Interdisciplinary Approach

Social, personal and professional development should all be included in order to see
the full effect of TPD, as mentioned in the above literature review. In particular, it is very
important that teachers learn how to use a new teaching method they have learned from TPD,
and become confident of their teaching. Teachers require learning how to design and
approach their teaching as a part of their professional development. HIA English program,
which is the early childhood teacher English education methodology for EFLs, utilizes a
wide variety of children’s English storybooks with rich explanation by classroom teachers in
Korean, the children’s primary language. Collins (2010) investigated the effects of rich
explanation, baseline vocabulary, and home reading practices on English language learning
preschoolers' sophisticated vocabulary learning from storybook reading. Eighty developing
preschoolers were pretested in L1 (Portuguese) and L2 (English) receptive vocabulary, and
were assigned to experimental or control groups. Eight books were selected and paired.
Experimental participants heard books read three times over a 3-week period with rich
explanations of target vocabulary. Controls heard stories read without explanations. Parents
completed questionnaires about the frequency, content, and language of home reading
practices. Rich explanation, initial L2 vocabulary, and frequency of home reading made

significant contributions to more rapid word learning from story reading.
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Huerta and Jackson (2010) argued that connecting Literacy and Science increased
achievement for ELLs by giving students a purpose and a passion for sharing their thinking
through authentic learning experiences and by providing them with the tools for writing
through which they could risk new vocabulary, language, and thought, stimulating linguistic
and cognitive development of the students. Furthermore, they indicated that students
developed a deeper understanding of content they have heard and read when given time to
process information through writing and speaking.

Bird (2007) used qualitative case study, and Anvari, Trainor, Woodside, and Levy (2002)
and Gromko (2005) used quantitative study to investigate the function of music instruction on
learning. Bird studied five families in a prekindergarten school through classroom observations,
parent and teacher interviews in an effort to investigate the effect of music on English language
learning in young children. Results from this study revealed that music helped young Pre-K
children improve their spoken language development and social skills by offering a safe
environment to practice English. In addition, Anvari, Trainor, Woodside, and Levy found by
regression analyses of 100 four- and five-year-old children that music skills were bounded up
with phonological awareness and language development. Gromko’s data analysis showed that
kindergarten children in the experiment group after 4 months of music instruction displayed
significantly greater improvement of their phoneme awareness when compared to children in the
control group.

To sum up, Collins (2010) claimed that the findings of his study which utilized English
language story books with extensive explanation in the primary language had important
implications for English vocabulary acquisition in ELL preschoolers. Huerta and Jackson (2010)

showed that integration of Literacy and Science, and implementing the effective research-based
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instructional strategies supported kindergarten ELL students to increase their skills in both
content areas. Additionally, research has proved that music enabled young children, including
ELLs, to improve language development, increase motivation to learn, and promote listening
skills (Anvari, Trainor, Woodside, & Levy, 2002; Bird, 2007; Campabello, De Carlo, O’Neil, &
Vacek, 2002; Gromko, 2005). Learning would be more successful, meaningful and accelerated
when teachers and children enjoy singing songs together.

Moreover, the Montessori curriculum itself integrates all subjects as a part of a whole
intellectual tradition. Harris (2008) and Kathleen (1990) emphasized the importance of an
integrated curriculum similar to a Montessori curriculum, discussed the advantages of mixed-age
primary classrooms, which are typical Montessori classrooms, and suggested different ways to
group children of different ages and methods for successful implementation. The Montessori
teacher is also trained to integrate all content areas and should set up the classroom for this. In
the classroom, the child has the opportunity to see the interrelatedness of all subject areas and is
also free to choose his/her work for him/herself. This method increases the child’s level of
understanding and ability to make connections and increases independence and confidence.
The Prepared Learning Environment in HIA

The researcher developed the HIA English curriculum grounded on the Montessori
prepared learning environment that supports a child-centered and teacher-guided method
promoting a child’s natural development through his/her free-choice and active learning in the
prepared environment (Montessori, 1946). Montessori, considered a constructionist, saw
knowledge as something to be roused within children (Vaughn, 2002), and the task of the child
as being the construction of the developing adult, including the construction of knowledge

(Loeffler, 1992). This construction process can be seen in all areas of the child’s development,
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and it provides the innate motivation for all true learning (Moll, 2004). Accordingly, to support
children’s inner construction of the world, the most importance of a teacher is in providing a
prepared learning environment to awaken the potential within the children; the power of a
prepared environment should not be underestimated. (Miron, 1996: Vaughn, 2002).

Figure 1: The Montessori Triangle

Child

7N

Teacher ﬁ Environment

(Materials)

The prepared learning environment is one of the three important elements (the
Montessori triangle) in Montessori education, along with a child and a teacher (Standing, 1984).
As shown in figure 1, the heavy line is a two way arrow indicating interaction between the child
and the environment. In other words, the child constructs his/her own knowledge, which is
significant and applicable, by self-directed learning in the prepared environment. A heavy line
between a teacher and the prepared environment shows the importance of the teacher’s role as a
developer and maintainer of the learning environment. The teacher must organize the
environment and in some cases, create materials for the class of children. A light arrow shows
that the teacher still has some responsibility for teaching the child directly. While the teacher has
arole as a facilitator, a guider and an assistant, the child is the ultimate decision maker in
creating his/her authentic experience. Therefore, teachers need to realize that it is not their job to
direct child’s learning, but to respect each child’s effort at independent mastery (Crain, 2011;
Vaughn, 2002). What teachers should do is to watch for children’s spontaneous interests, and

help them to pursue them, as Crain stated. Thus, the HIA TPD program based on Montessori



22

Method focused on enhancing teachers’ ability to be good facilitators, while incorporating
English education for young children in the regular prepared environment.

To better understand the differences between Montessori and traditional schools, Lillard
& Else-Quest (2006), Peng (2009), and Rodriguez (2002) utilized quantitative research methods.
Lillard & Else-Quest (2006) evaluated the social and academic impact of Montessori education
through analyzing students’ academic and social scores of a Montessori school and other
traditional elementary school education programs. As cognitive/academic measures, seven scales
were administered from the Woodcock-Johnson (WJ IIT) Test Battery, and as social/behavioral
measures, randomly chosen 53 control group and 59 Montessori (treatment) children were given
five stories about social problems. As a result, Montessori students achieved higher z scores for
both academic and behavioral tests: Letter-Word identification, word attack, applied problems,
and social/behavioral measures.

Peng (2009) compared elementary children in Taiwan who attended Montessori pre-
schools with ones who attended non-Montessori pre-schools, and the result by one-way
MANOVA in this study revealed children who had received Montessori education had
significantly higher scores on tests of language arts, math, and social studies.

Rodriguez (2002) employed the long-term academic impact of a public school
prekindergarten Montessori bilingual program on second grade students’ academic achievement
as compared to a prekindergarten traditional bilingual program. Quantifiable variables used in
the study were student achievement scores for second grade students as measured by the reading
sections of the ITB English test and the Aprenda Spanish test. Data from 100 participants
selected randomly among 450 students were analyzed using SPSS 10, and an independent t-test

was conducted. The results indicated that the children who had participated in a prekindergarten
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Montessori bilingual program significantly outscored the children who had participated in a
traditional bilingual prekindergarten program in reading.

The Montessori method has been shown to be very successful in helping to improve the
academic achievement of ELL children, and developmentally delayed children (Devich, 2000;
Harris, 2004; Rodriguez, 2002), as well as the cognitive development of exceptional learners,
such as children with learning disabilities and children who are gifted and talented (Centofanti,
2002; Ibeji, 2002). Particularly, Centofanti and Ibeji found that the literacy skills of children
were significantly improved when Montessori language methodology was used in the classroom.
The studies, as explained above, also indicated that the Montessori language program was an
effective method for the early childhood education, and Peng (2009) found that the longer the
child was in the Montessori program the more positive the impact on academic scores. It may be
because the Montessori prepared learning environment provides variety of learning materials,
and gives each student opportunities to learn based on his/her own developmental level
(Kendrick, 2000). Additionally, the Montessori approach highlights the development of the
whole child rather than not only focus on academic achievement. Therefore, Montessori students
have a more positive sense of self-esteem (Glenn, 2003), and show higher level of inherent
motivation (Rathunde & Csikszentmjhalyi, 2003) than do students from traditional American
schools. The Montessori pedagogy emphasizes a total curriculum that is integrated and
sequential (Rodriguez, 2002). Montessori students in the prepared learning environment do their
work because they are naturally motivated to do so.

Bagby (2007) identified articles published from 1996 to 2006, and Bagby and Jones
(2010) examined articles published from 2007 to 2009 in non-Montessori professional

periodicals that include information about Maria Montessori and/or the Montessori method of
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education. There were no articles related to ELL or EFL among the 79 articles all together they
reviewed in these studies. To locate other studies since 2000 related to ELL and EFL in
Montessori education for the review, I conducted extensive online searches using the collection
of databases available through the University of Cincinnati and American Montessori Society
(AMS). I found only one study related to ELL Consequently, school districts need to look
closely at bilingual Montessori programs for limited English proficient students (Rodriguez,
2002), and longitudinal follow-up studies should be extended into upper grades (Peng, 2009), or
into different Montessori schools, which can vary widely (Lillard and Else-Quest, 2006).

The Importance of Phonological Awareness

The HIA English curriculum for young children is based on the Montessori language
method, as stated previously. It includes auditory/visual discrimination, vocabulary, key sounds
of the English alphabet and phonemic awareness skills. Young children are sensitized to whole
word perception through the auditory and visual senses, while listening to English stories and
singing English songs. Phonological processing exercises with sandpaper letters in the
Montessori classroom enable children to strengthen their phonemic awareness, and support them
in developing the ability to analyze spoken words into component sounds and syllables
(Richardson, 1997; Richardson, 2004).

Montessori (1912) mentioned that touching and looking at the sandpaper letters
simultaneously fixes the image of letters more clearly through the combination of senses.
Through steady mastery of the grapheme-phoneme correspondences, while working with the
sandpaper letters and small objects or pictures, children are guided to the process of decoding
and blending sounds. The moveable alphabet entails a box divided into components containing

the lower case letters (vowels in blue and consonants in red) cut out in plastic or cardboard. The
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moveable alphabet helps the children with the analysis and exploration of the language which is
known to them and to reproduce words with graphic symbols (Montessori, 1965). The children
develop phonological awareness in the Montessori classrooms during the preschool and
kindergarten years. Many researchers indicated that phonological awareness was a significant
indicator of future reading achievement (Anthony & Lonigan, 2004; Cho & McBride-Chang,
2005; Hulme et. al., 2002; McBride-Cang, Bialystok, Chong, & Li, 2004; Richardson, 2004;
Shaywitz, 2003).

Hulme et. al. (2002) used a quantitative short term longitudinal study to explore the role
of different phonological tasks as predictors of children’s early reading skills. The authors in this
study compared 5- and 6-year-old young children’s performance on tasks that contain awareness
of onset, rime, and initial and final phonemes. The onset is the part of the word before the vowel,
and the rime is the part of the word including the vowel and what follows it: Onset-rime, s-
unshine. The example of phonemes is: /s/ /u/ /n/ in the word “sun.” Hulme et. al.’s research
results found that the measures of initial and final phoneme awareness seemed to be better
predictors of reading than the measures of onset and rime awareness. The data in this study also
showed that onset-rime tasks correlated with verbal ability and that onset-rime were easier than
phoneme tasks.

Anthony and Lonigan (2004) implemented 4 studies that included 202 5-to 6-year-old
children studied longitudinally for 3years,123 2- to 5-year-old children, 38 4-year-old children
studied longitudinally for 2 years, and 826 4- to 7-year-old children to examine the relationship
of rhyme to other systems of phonological awareness. The result of their study showed that
rhyme sensitivity greatly correlated with the phonological skills in older children, which

influenced reading acquisition. The authors reported that phonological sensitivity affected
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reading acquisition through various ways: rhyme skills helped children’s reading by similarity of
words and phonological skills enabled them to read by letter-sound correspondences. From the
above two studies it appears that phonological sensitivity skills influenced the young children’s
reading. However, younger children, those under 4 years old, would require different types of
phonological assessment if evaluation was needed because phoneme level tasks were too
difficult.

Cho and McBride-Chang (2005) implemented 1-year longitudinal study of 91 children,
native speakers of Korean, from Masan, Korea to investigate the relationship of levels of
phonological awareness to word recognition in Korean and English. The children, who were
around 8 years old, were tested on three tasks of phonological awareness in English, English
word recognition, and Korean Hangul recognition. The authors concluded that the phoneme level
of awareness was predominantly important for English word recognition, and syllable level of
awareness was significant predictor of Korean word recognition, but there was no clear pattern
of levels of phonological awareness related with reading of Korean.

McBride-Cang, Bialystok, Chong, and Li (2004) investigated the impact of phonological
awareness in relation to reading of Chinese and English in kindergarten and first-grade children.
The results in this study indicated that the Chinese language supported syllable-level awareness
in children, and English syllable awareness among native Chinese speakers was as good as
English speakers, due to the syllabic characters of Chinese. The authors demonstrated from their
results that phonological awareness differed strongly across cultures, as well as depended on
linguistic and instructional circumstances within a culture, and also found that early reading

skills in English and Chinese depended on different levels of phonological awareness.
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Cheung, Chen, Lai, Wong, and Hills (2001) investigated how orthographic and spoken
language experience influenced the ability to analyze the clarity of speech. The authors in this
study used three groups of children to compare young pre-reading children to older, literate
children from different linguistic circumstances on their phonological awareness. Their results
using simple t-tests showed that orthographic and spoken language experience both impacted on
the development of phonological skills. As it were, young children’s early orthographic
experience affected phonological awareness performance although phoneme awareness
developed very slowly.

The above studies suggested that children with early reading problems may need
dissimilar types of interventions to help them to learn to read better. The findings showed that
the different levels of phonological awareness depended on the writing system between different
languages. For Chinese or Korean children, who had their own language recognition difficulties,
for example, a focus on syllable-level awareness may be crucial in learning their own language.
However, for children learning to read English, the phoneme level of analysis is critical.

The HIA English curriculum supports the development of children’s phonological
awareness using various Montessori language materials including the sandpaper letters and the
moveable alphabets. Montessori (1965) viewed graphic written language as giving children an
essential tool for communication as well as a means of completing spoken language. The most
effective interventions for children to improve their writing and reading is through the direct
teaching of phonemic awareness (Richardson, 2004). Additionally, Shaywitz (2003) emphasized
the importance of phonemic awareness by saying that reading and phonemic awareness
reinforced each other: Phonemic awareness is essential for reading, and reading continually helps

improve phonemic awareness still further.



CHAPTER THREE: RESEARCH METHODOLOGY
Research Questions
The qualitative research question to be answered in this study was:

1. In what ways did Teacher Professional Development using the HIA English
methodology impact the early childhood teacher's English instructional practice in
teaching English to young Korean children?

The quantitative research question to be answered in this study was:

2. How did Korean kindergarten children who received the HIA method perform in
comparison to those who received the current method of English instruction in the
areas of auditory discrimination, vocabulary acquisition, letter sound recognition, and

phonemic awareness skills?

Research Design

This research study employed a pragmatic parallel (concurrent) mixed methods using
triangulation strategy. After collecting and analyzing the quantitative and qualitative data
separately, the results were triangulated to answer the research questions (Creswell, 2003;
Onwuegbuzie & Teddlie, 2003). As Creswell (2003) stated, both the quantitative and
qualitative data used in this study may support stronger methodical implications than when
either is utilized in isolation.

The qualitative data included classroom observations and observations from the TPD
sessions, teacher interviews and the participant teacher’s lesson plans. The quantitative data
using quasi-experimental design included the results of pre- and post- tests of the participant
children. After analyzing each data according to appropriate critical techniques, the results

for each data were compared to increase the descriptive value of the findings for the impact
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of the HIA TPD on a teacher’s English instructional practice and children learning in English,
and the degree of difference in improvement between the treatment and control groups.
Rationale of Research Design

Mixed methods research includes both qualitative and quantitative structures in the
design, data collection, and analysis for the extensive purpose of a deeper understanding
(Creswell, Plano Clark, Gutmann, & Hanson, 2003; Johnson, Onwuegbuzie, & Turner, 2007;
Teddlie & Tashakkori, 2010). Mixed methods can provide insights and understanding that might
be missed when only a single method is used, and attain a more complete picture of participants’
behavior and experience (Morse, 2003). When employing mixed methods research,
philosophical assumptions that brought about the mixed methods approach should be considered
(Creswell & Clark, 2007). With the regard to philosophical assumptions, however, some
researchers have argued that mixed methods research was viewed as unharmonious because a
post-positivist philosophical paradigm could be joined only with quantitative methods and a
naturalistic worldview could be united only with qualitative methods “in terms of epistemology
(how we know what we know), ontology (the nature of reality), axiology (the place of values),
and methodology” (Guba & Lincoln, 1988, as cited in Hanson, Creswell, Plano Clark, Petska, &
David Creswell, 2005, p 225).

On the other hand, Reichardt and Cook (1979) claimed that dissimilar philosophical
viewpoints could be comparable because qualitative measures are not always subjective, and
quantitative measures are not always objective. Many mixed methods researchers believe that
pragmatism is the best philosophical basis of mixed methods research (Creswell, 2003; Johnson,
Onwuegbuzie, & Turner, 2007; Patton, 2002; Tashakkori & Teddlie, 2003).These researchers

agreed that research paradigms can remain isolated, but they also can be mixed into another
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research paradigm. Johnson, Onwuegbuzie, & Turner (2007) described mixed methods research
was the paradigm that follows the logic of mixed methods including the valuable logics obtained
from both qualitative and quantitative research. Moreover, pragmatists focus on the research
questions and purposes, provide acceptable answers to those questions, and also highlight the
practical inferences of the research (Creswell, 2007).

Therefore, I have several reasons for choosing to employ a parallel (concurrent) mixed
methods using triangulation strategy in this research. First, as stated earlier, some problems from
the current early childhood English education in Korea have been identified. The high value of
TPD in this area was urgent to support teachers to have a deep understanding in integrated early
childhood English education. The descriptive design, data, and methodology in a qualitative
approach might be appropriate to give a strong detail of TPD using the HIA English
methodology. Additionally, a quantitative approach was adopted to see how much young
children in the treatment group had improved, and to compare these children with other children
in the control group. If TPD in this study would be efficient and effective, the participate early
childhood classroom teacher would improve her knowledge, beliefs and practice, and at the same
time, young children in her classroom would improve their English skills as well because the
improvement of teacher knowledge and application of that knowledge may correlate with the
improvement of young children’s English skills. Secondly, the additional quantitative research in
this study could support stronger implications to overcome the weaknesses in qualitative research
because only one early childhood classroom teacher in the treatment group participated in TPD
(Feuer, Towne, & Shavelson, 2002). In addition the literature review performed on both TPD in
the early childhood English education and content integration, and Montessori language

education in ELL or EFL showed that there was a lack of research studies that have employed
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more than one approach. To support a solution of the present problems, the expansive
explanation of mixed methods in this study may allow related educational authorities in Korea to
have the crucial data that could provide the foundation for the early childhood English
educational reform efforts.

Participants and Settings

The target population for this study was the early childhood Korean classroom
teachers, and Korean children, ages 3 to 6 years who study and learn English as EFL. The
sample of the stated targeted population for this study included 2 teachers and 42 Korean
kindergartners enrolled in school D during the 2013-2014 school year.' The children
participated in either the HIA program or the current program.

The treatment group was comprised of 21 kindergartners from one classroom and
taught by one trained classroom teacher using the HIA. The control group was comprised of
21 kindergartners from another classroom. The students in the control group were taught
English by a trained English teacher using the current English method as described
previously.

The participant school D was located in Gwangju, the sixth largest city in South
Korea. Ninety-four percent of children in this school were funded with government funds
that supported low-income children during the 2013-2014 school year. All the teachers in
school D were certified in early childhood education and had learned English as EFL. Their
English instruction focused on English grammar, reading comprehension, college entrance,
and English exam preparation during their middle and high school years, and a required two-

semester English class during the freshman year in college.

! The Korean school year is March (of the current calendar year) to February (of the subsequent
one).



Permission for children to participate in this research study was obtained from the
school principal. Teachers were offered the opportunity to participate in this research study
and participation was voluntary. Each teacher was informed as to what information was to be
collected and used, and how it was to be used and disseminated. Parents of children involved
were given consent forms requesting their child’s participation in the research study.
Moreover, all children whose parents agreed to allow them to participate were included in the
study. The written consent forms were in both English and Korean, including purpose
statement, research questions, and measurement. The written consent forms also requested
information of the demographic variables of the child’s gender and the length of time spent
learning English.

Main Categories of the HIA Teacher Professional Development

In this study, the researcher implemented the HIA TPD, using the five main categories
suggested by Desimone (2009): (a) collective participation, (b) duration, (¢) content focus, (d)
active learning, and (e) coherence. Desimone (2009) argued that these five classifications are
very important to increase teacher knowledge and skills, and are included in the many current
studies as critical components of effective professional development (PD). Accordingly, as the
essential factors of the HIA TPD, they were used in this research as well.

Collective participation/ Duration. The first HIA TPD was held for 4 full days (30
hours) in Korea in December 2011. At this time, the principal of school D had attended this
seminar with approximately 20 early childhood teachers. The second 60 hour HIA TPD was
conducted through technology such as SKYPE video calls, blog, software, websites, and
hypermedia from January to November 2012. Two kindergarten teachers participated in the

previous pilot study because the principal agreed to adopt and implement the HIA method for
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only the six-year old children. The third 60 hour HIA TPD started on June 2013 and ended on
October 2013 using the same methods and materials as the previous TPD. A treatment classroom
teacher, Ms. G (Pseudonym), who had already received 60 hour training, continued to be trained
through the third HIA TPD. Therefore, Ms. G took 120 hours of HIA TPD training although data
in this study were collected from the last 60 hour training.

Content focus. I developed the HIA English curriculum and adopted it as the early
childhood teacher English education for EFLs. There are three main curricula for the HIA TPD:
(1) language development of young children, (2) Montessori language method, and (3) the
integrated English education as EFL aligned with the current Korean early childhood curriculum.
Montessori language method includes auditory/visual discrimination, vocabulary, key sound
activities of the English alphabet and phonemic awareness skills. The Korean early childhood
curriculum as an integrated English experience included children’s literature, songs/poems, and
content areas such as art, music, mathematics, science and technology. Starfall English language
education curriculum for ELLs was incorporated into the HIA program. This research-based
curriculum using a computer software program is an efficient phonics approach including
phonemic awareness practice (for more detailed information, see www.starfall.com). It motivates
young children to learn English through use of imagination, and provides chances for child-
directed learning vs teaching.

Active learning. The HIA TPD focuses on the teachers’ social, personal, and
professional development including on-going support, feedback and reflection, as well as
considering teachers’ individual learning characteristics and situation. Ms. G was provided
information to improve English teaching instruction and content knowledge, as well as being

familiar with the basic concepts of the interdisciplinary approach during last HIA TPD sessions.
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Therefore, she was guided to create integrated lessons aligned with the current Korean early
childhood curriculum on her own by open-ended questions: for example, what English book
related to this month’s theme do you plan to place for children to listen on the shelf this week?
What kind of activities do you think you can create using English book you chose to connect
with “zoo animals,” which is this month’s theme in other content areas? Ms. G actively
investigated, gathered information and developed her lessons using various tools such as books
and technology.

As seen in Table 2 of the Data collection section, we had 60 hour HIA TPD sessions via
SKYPE video call from June to October 2013. The HIA TPD sessions often started with the
discussion of questions, challenges and problems happening in the classroom as Ms. G presented
and practiced the previous lessons with the children. Ms. G also presented to me her integrated
lessons she created with explanation. Ms. G posted self-reflection using Google doc shared with
me after analyzing her experiences of lessons presented. She also shared the pictures of English
teaching materials she made for children with the detailed explanation, and/or observation notes.
During this period, I observed Ms. G’s classroom 15 times for 1’2 hours each time through
SKYPE or classroom visiting in order to design the most relevant and effective TPD curriculum,
to better understand Ms. G’s ability to learn/teach English, and to establish positive support. I
also posted open-ended questions for the next lesson, and gave feedback to Ms. G covering how
the lessons were delivered, how the students responded to the lessons, and what aspects helped
or inhibited students’ understanding using Google doc.

In addition to my role as a researcher, I served as a mentor, facilitator, and instructor by
encouraging Ms. G to justify her own thinking and giving her opportunities for self-reflection

(Hmelo-Silver, 2004). I also supported Ms. G by modeling the problem solving and self-directed
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learning processes until she gained more experience with the HIA method, as well as stimulated
her to solve the problems independently. A catalyst role of this kind can’t be missed in
supporting teacher learning.

Coherence. According to Garet, Porter, Desimone, Birman, and Yoon (2001), three
methods were suggested to evaluate the coherence of TPD: (1) highlight the content area to
expand teachers’ prior knowledge, (2) focus on the content area associated with standards, and (3)
support teachers in developing continued communication with other teachers who want to
improve their knowledge and skills in similar ways. The content focus of TPD is important. As
teachers improve their knowledge and skills of subject matter content and how students
understand and learn, they increase their own self-confidence, which, in turn, can impact on
student engagement and achievement (Desimone, 2009). Teacher collaboration through TPD can
contribute to the ongoing professional communication among teachers who are addressing the
same problems: discussing questions with one another builds professional learning communities
and can extend understanding of the curriculum. Additionally, Garet, Porter, Desimone, Birman,
and Yoon argued that on-going TPD in a school was likely to support sustained improvement in
practice over time, as old teachers retire and new teachers join the teaching staff. Teachers who
work together and are involved in the TPD activities have opportunities to discourse on
perceptions, skills, and issues that affect learning in their school. TPD with the teachers in the
same grade or subject from different schools help teachers in different school cultures share
different ideas and expand their knowledge base and beliefs about their teaching and student
learning.

In January 2012, I conducted a survey of teachers in school D with questionnaires, which

included demographic information, the Korean instructional method they were using, and prior
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professional development experiences (see Appendix A). It was found that the participating
Korean early childhood teachers were familiar with the Montessori language materials because
they had adopted the Montessori Method to teach young children Korean in the classroom. The
activities of TPD used in the present study were consistent with the Montessori language
instruction.

Another area of coherence was alignment with standards. The HIA is aligned with the
beginner TOSEL (Test of the Skills in the English Language, 2010), which was established in
Korea as a suitable English assessment tool for students of non-English speaking countries.
TOSEL, which evaluates and internationally certifies English skills, is managed by the
Educational Broadcasting System (for more detailed information, see www.tosel.org) of Korea.
The HIA is also aligned with the standard of the American Montessori early childhood language
arts and literature (Ages 3~6) curriculum.

The last consideration of coherence was continued communication with other teachers.
During the second 60 hour HIA TPD, the HIA teachers could easily communicate, share their
ideas and develop lessons because of working in the same school. The researcher could also
observe that weekly meetings through the on-line network provided teachers with opportunities
to increase teacher collaboration by discussing issues together, and seeking solutions to problems.
Although in this study, Ms. G was the only teacher who participated in the HIA TPD, and she
did not have the benefit of collaboration with other teachers who were implementing the same
method, the researcher actively supported her creating and implementing her integrated lessons,

which was similar to the role played by other teacher.
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Data Collection Procedure
Instrumentation and Materials

The student learning assessment instrument consists of four main components:
Auditory Discrimination Assessment (AD), Vocabulary Acquisition Assessment (VA), Letter
Sound Recognition Assessment (LS) and Phonemic Awareness Assessment (PA). Table 1
depicts the instrument’s blue print. The AD section includes 12 items including words
(correct response=1), brief phrases (correct response=2) and simple complete sentences
(correct response=3), with each one containing only one different “word”-the one that the
image is actually depicting. The VA section is comprised of 15 items, which are 1~3 syllable
English vocabulary words; these were extracted from the beginning lessons of both HIA and
the current English method. The LS section is merely the identification and enunciation of 26
letters of the English alphabet. The AD section was modified from TOSEL (2010) by the
researcher, and the VA and LS sections were created by the researcher.

The PA section which was modified from TOSEL and Rigby ELL Assessment Kit
Benchmark Tests (2011) by the researcher, contains 20 items designed to examine a child’s
ability to discriminate the beginning, middle, and ending sounds of three-letter (English)
words as well as one’s ability to encode simple phonemes (again, three-letter (English)
words). Of these 20 items, the 4 phoneme encoding and 4 phoneme blending items were
scaled: incorrect response=0, 1 letter correct=1, 2 letters correct=2, 3 letters correct=3. The
scale was predicated on the child’s ability to discriminate each of the “combined” parts of a
three-letter English word—its beginning, middle and ending sounds. As such, auditory
discrimination (AD), vocabulary awareness (VA), letter-sound recognition (LS) and

phoneme awareness (PA) were treated as four individual variables without subscales.



Table 1

Instrument Blue Print

Construct Items Time Assessment Method reference
Auditory 12 6 min. Online Computer Test Modified
Discrimination from TOSEL

(2010).

Vocabulary 20 5 min. Power-Point Developed by
Acquisition Presentation Test the

Recorder researcher.

(An assessing teacher

recorded each child’s

voice.)
Letter Sound 26 5 min. Power-Point Developed by
Recognition Presentation Test the

Recorder researcher.

(An assessing teacher

recorded each child’s

voice.)
Phonemic 20 10 min. Online Computer Test Modified
Awareness Recorder from TOSEL

(An assessing teacher (2010) and

recorded each child’s Rigby (2011).

voice for blending
test.)
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Instrument pilot test. A pilot test of the study’s instrument was conducted with 8
five-year-old Korean kindergartners enrolled in Montessori school. The researcher observed
the process of these assessments via SKYPE on two different dates, when an assessing
teacher, who was trained to use the instrument by the researcher, conducted the pilot test:
five children completed the assessment on January 20, 2012, and three on February 27, 2012.
The researcher also wrote down the scores of their tests on the assessing report, while an
assessing teacher recorded them at the same time, and later made sure two reported scores
were the same. Consent Form III was provided to each participating child’s parent(s) to

obtain authorization for the child’s participation in the developed instrument’s pilot test.
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Three experts reviewed the instrument in effort to determine its face validity. These
experts included a 20 year veteran head teacher/experienced ELL teacher Educator in the
Cleveland Public School District, a school psychologist/professor/co-founder of Sage
Montessori School in New Mexico, and a 25-year veteran literature teacher of OAK Institute.

The current instrument reflected the recommendations of these experts, as well as
some of the observations made by the researcher during the instrument’s pilot test with the
eight Korean kindergarten students. These revisions included the elimination of confusing
pictures and words, and the rewording of test instructions. Furthermore, the researcher
ascertained that each section of the assessment should be administered individually in order
to accommodate the short attention span typical of children this age.

Instrument administration. In this study being conducted during the 2013-2014 school
year, the following protocol was observed. One, the assessing teacher was trained to use the
instrument and administer the assessment. She had also practiced using the instrument until
becoming comfortable with it.

Two, each participating kindergartner was, individually, invited to the classroom’s
quiet place. The assessment took place in the classroom in effort to minimize potential
student participant anxiety. Three, the assessment required the use of a computer, a recorder,
and a headphone set. The student completed them, while wearing the headphone set. Four,
the vocabulary, letter-sound recognition, and phoneme blending assessments required the use
of a recorder. These sessions were recorded; the researcher was able to review both the
assessor’s prompts and the student’s responses during this component of the assessment and
was able to further analyze the audio results from these components of this assessment

instrument.



Independent and dependent variables

This study’s pre-determined independent variable is classroom English instruction

methodology. The identified dependent variables are the post-test scores of auditory

discrimination, letter sound recognition, English language vocabulary acquisition and

phonemic awareness skills to learn English as EFL.

Collection of the Qualitative Data

Qualitative data were collected from June 2013 to October 2013 during the

2013/2014 Korean school year as stated above. As Table 2 depicts, the data sources the

researcher used included: (a) teacher interviews, (b) artifacts: samples of the classroom

lesson plans, (¢) classroom observations and observations from the TPD sessions and video

clips, and (d) teacher self-reported classroom observation and performance assessment data.

Table 2

Summary of Qualitative Data Collected

Data collected
Teacher interviews
Artifacts: samples of the classroom
lesson plans

Classroom observations

Observations from the TPD sessions
Video clips

Teacher self-reported classroom
observation

Performance assessment data

Time

3 times
June, August, October, 2013

23 lesson plans.

15 times: 22 % hours (treatment classroom)

3 times: 3 hours (control group classroom)

22 times: 60 hours
4 times: 4 hours

20 sheets of classroom observation reports

1 performance assessment report
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Interviews. Semi-structured interviews including general open-ended questions based
on the goals of this research study were implemented (for interview questions, see Appendix
B). It allowed the researcher to focus an interview on the topics without pressuring
participants to a specific format (Lindlof & Taylor, 2002) and to have a broader lens about
the participants’ interests (Mertens, 2010). In addition, the researcher adopted more informal
interviewing approaches to build a positive relationship with the participants at the beginning
of interview as Korean teachers traditionally are not willing to reveal their concerns or
feelings in keeping with Korean customs. The participant teacher was interviewed 3 times at
the beginning, middle and ending of TPD across the year through internet video calls. The
researcher recorded interviews via audio technology for later transcription.

Field Notes and Observations. The researcher observed the treatment classroom 15
times and the control group classroom 3 times through SKYPE video calls or classroom visiting.
Videotaping of each classroom was also implemented four times by the school principal. The
classroom observation instrument the researcher utilized is found in Supplemental Appendix C.
Observation is the most unprejudiced method of data collection (Desimone, 2009), and feedback
from the videotapes is considered as another less biased technique. The observations of the
researcher were focused on the interaction between the classroom teachers and students, and
students and the English materials, including the students’ use of technology and English books.

The samples of the classroom lesson plans including the pictures of teaching materials
(see Appendix D), and teacher self-reported classroom observation (see Appendix C) and
performance assessment data (see Appendix E) were collected. Since the researcher believes that
the scores on standardized tests are merely a snapshot of a portion of the whole child’s abilities

on one particular day, the participating teachers in the HIA TPD are encouraged to utilize an
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observational, student performance and portfolio assessment techniques. Ms. G also continued to
be trained in the art of observation to assess children through constant observations,
documentation and interactions through the TPD. These skills are fundamental to the Montessori
Method and are incorporated in Montessori teacher training programs. After being given
individualized instruction on a lesson, at child’s own pace, he/she masters a skill, demonstrates
the skill, then moves on to the next component of the curriculum. According to Mertens (2010),
the performance assessment is a legitimate process for collecting information through systematic
observation in order to make decisions about an individual, in this case skill acquisition. The
performance assessment relies on the use of multiple types of assessments, not a single test or
measurement device, and assessment occurs across time.
Collection of the Quantitative Data

A code sheet aligned with its Excel data file was developed to describe the data and
indicate where and how it could be accessed. The EXCEL data were also imported into SPSS.
The code sheet included student ID (no name, only number ID), the student’s gender, age, length
of time studying and learning English as well as the four sections of the instrument. The missing
data was coded as “99,” and was imputed by an average value as a substitute. The items with no
response or the response “I don’t know” was coded as “77.” Boxplots was used to display the
distribution of the variables and to help identify extreme points. As explained by Pearson (2010),
the stems that extend from the boxes were not considered as outliers. Yet, a case identified by
SPSS with either an open circle or asterisk was initially considered an outlier. Two extreme
points from both treatment and control groups were examined as outliers. These outliers were
replaced with the mean. Careful consideration of both extreme and missing values was exercised

in effort to retain as much information as possible for the data analysis.
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The pre-test was administered in June 2013, and the post-test was administered in
October 2013. Upon receipt of the data sheets, they were screened for accuracy and
completeness. The researcher also reviewed for errors or problems that needed to be clarified,
and ensured that relevant contextual information was included. The on-line computer test data
for AD and PA assessments were automatically entered into Excel data file. The VA, LS, and
Phonemic blending component data were collected in hard-copy and entered by hand directly by
the researcher. In order to reassure a high level of data accuracy, the researcher used a procedure
called double entry, which allowed me to enter the data twice and then check each second entry
against the first (Trochim, 2006). Trochim also mentioned that this double entry procedure
considerably reduce entry errors. Presence check was used to ensure that no data had been
missed out, and range check was then used to ensure that all data were coded in the right units.
Reliability

In order to evaluate the internal consistency of the instrument (AD, VA, LS and PA),
Cronbach’s alpha was calculated in addition to establish reliability. The data report the following
Cronbach’s alpha coefficients: .916 (pre AD), .851 (pre VA), .684 (pre LS), .717 (pre PA), .938
(post AD), .798 (post VA), .931 (post LS), and .730 (post PA). The data overall showed internal
consistency for the developed instrument.

Limitations

Several limitations have been identified in this study and should be considered, with
the first one being the sampling method. Given that this study used an accessible sample
comprised of static groups and these groups, “classes of students,” were not developed via
random or equal probability, assignment, no assumption as to the groups’ equivalences

should be made. Furthermore, selection effects may be present as well, for the participant



teacher self-selected into the study. Therefore, it is not absolute that the differences found can
be attributed to random or sampling error. Further analysis could indicate that the treatment
and control groups are non-equivalent groups; thus, the generalizability of the findings would
be considered. If, in fact, it is ascertained that the students were assigned to their classes in a
non-random manner, internal validity could also be decreased. However, given that this study
used a within-school, pre- and post-test design, some bias may have been eliminated. The
data did indicate the differences between the treatment and control groups. It is assumed that
the treatment was meticulously administered according to the protocol.

This study, furthermore, did not control for moderating or mediating variables, such
as the child’s length of learning English, gender (was recorded but not statistically controlled
for), class attendance, English-proficiency of care-providers and additional significant others,
level of opportunity to practice English language skills outside the classroom, or the child’s
interest/motivation to learn English. Additionally, the effectiveness of the SKYPE-predicated
TPD, facilitated by the researcher for the overall quality or effectiveness of instruction is
dependent on individual teacher variables which were outside the scope of the resent study

and not measured.
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CHAPTER FOUR: FINDINGS AND DATA ANALYSIS
Analysis and Results of the Qualitative Data

Teacher interviews, transcripts of TPD sessions, classroom lesson plans, performance
assessment data, and classroom observations from me and Ms. G were inductively analyzed to
identify the effects of TPD on teacher and student learning when integrating English education in
a kindergarten classroom.

The systematic coding process provided by Tesch (1990) was utilized to analyze the data
in this study. As described by Tesch, the researcher made a list of topics after thoughtful
examination of all data as it was collected, formed groupings of the similar topics, and then
recoded them in the four themes: (1) the importance of collaborative working, (2) the change in
teacher’s knowledge, (3) the needs of the bilingual classroom teacher, and (4) the role of the
early childhood classroom teacher. To produce themes carefully from data itself without any
preceding expectations of what themes would emerge, I scanned the data sources for significant
statement related to the research questions. I checked the frequency of the similar comments and
questions: How often did Ms. G mention a particular type of comment? How many times did Ms.
G and I discuss the same problems? I also inspected the distribution of phenomena to discover
negative outcomes that needed to be corrected or needed more emphasis or re-teaching.
Analyzing, dividing, labeling, comparing, and combining into larger descriptive categories were
continued until I gathered the four main themes as described above. The four themes above
contained similar frequency of occurrence when the data from teacher interviews, transcripts of
TPD sessions, and classroom observations were examined. The data appeared to be intertwined
into each other, respectively. Most of Ms. G’s written lesson plans showed brief details of

Google shared documents, which Ms. G and I created as collaborative work during TPD sessions
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and/or other times when needed. The transcripts of TPD sessions included the evidence of
Goodge shared documents. Her lesson plans were not descriptive enough to reveal how she
introduced her lessons to children in her classroom even though it was obviously demonstrated
that she created English materials related to the content areas through observation notes. For
these reasons, Ms. G’s lesson plans were not separately discussed in the following findings. In
addition, the performance assessments Ms. G carried out did not encompass data for all of these
themes, but gave an indication of the role of the early childhood classroom teacher.

As Buck, Mast, Ehlers and Franklin (2005) recommended, to establish face validity in
this study, the data such as transcripts and the written report were shared with a participating
school principal, who joined the previous HIA teacher professional development to make
sure that the participating teachers’ verbal and written expressions were accurately
interpreted. In addition, as the HIA teacher continued to be guided by feedback and
modification according to their own situation, classroom environment and school climate, not
by following the HIA planned sequence, as stated above, construct validity could fortified
(Buck et al., 2005).

Findings

The Importance of Collaborative Working (Social development). As mentioned in the
review of this study, social development was one of three main structures in the HIA TPD.
Social development of teachers includes both joining a teacher development program and
collaborative working with other teachers to rebuild the socially agreed knowledge about being a
teacher (Bell & Gilbert, 1996).

The participating teacher (Ms. G), who joined in the second 60 hour session in the HIA

TPD to implement English education in her classroom began this study entering her g™ year of
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teaching young children. In her first interview of the previous HIA TPD, Ms. G revealed her
negative feelings about implementing English education because she was not confident about
herself, and doubted that we could learn from each other. Ms. G reported; however, she became
more confident as she presented directly to children more and more after practicing with a
mentor and/or by herself. She also stated that she was encouraged by children when she found
children were interested in learning English and much more actively involved in working with
English materials on the regular basis as provided rich English materials on the shelf in the
classroom (see Appendix H).

Ms. G said, “Children seem to enjoy learning English by their own choice. I can

often observe them to be busy working using English materials, as well as

computers. I am glad to see...and several parents told me that their children often

sing English songs they never heard before at home. This encouraged me to work

harder.” (Notes from the HIA TPD sessions, July 2013).

Ms. G described, “I feel children have unlimited natural potential for learning. 1

don’t think I did much for them...but I am so surprised...children memorized all

the names of animals...memorized much faster than me after listening to the book

several times.” (Notes from the HIA TPD sessions, August, 2013).

She also indicated that it was very helpful to practice with a former co-teacher before
introducing new songs or lessons to children, and to share our new ideas and children’s progress
using text messages or emails (Interview 1, June 2013). Ms. G stated that she agreed to take part
in the HIA TPD, working with a mentor, and to implementing the HIA program only in her
classroom at her school hoping all the teachers in her school will join together soon. (Interview 1,
June 2013). Ms. G’s preliminary feeling was considered as important facts to understand Ms. G’s
clear experience from TPD in this study. In the Interviews during her previous HIA TPD (the

second HIA TPD), Ms. G stated as follows:

“I am not sure how much I can improve to teach children English, and how we
can learn teaching English from each other when we all are ELLs (English as
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Second Language learners). I am a little afraid because I have not practiced
English for a long time, but I am trying...”
(Interview 1 of the second 60 hour HIA TPD, January 2012).

“Using proper ways, children are working independently or friends with English
materials. I feel I am getting better to present new lessons to children. I am still
concerned with my pronunciation, though...I am making more effort improving
my English skills and pronunciation for myself.”

(Interview 2 of the second 60 hour HIA TPD, May 2012).

In the previous HIA TPD, Ms. G often expressed concerns of her own English skills as
described above. On the other hand, in this study, she occasionally conveyed the aspects of
collaborative working. Ms. G displayed the desire to improve and was open to new ideas over
time during TPD sessions. She indicated that the sustained support by TPD sessions and open-
ended questions using Google shared drive kept her motivated and confident.

Ms. G: “At this point, I am somewhat lonely and worried because I have to
implement this program by myself at school...but...I miss my co-teacher working
together like last time, though...I do know what I should do for children’s English
learning”

(Interview 1, June 2013).

Ms. G: “Your essential questions made me think to find answers: what 1s your
next lesson? How do you feel about your lessons you gave last time? How did
your children respond? If you want to change your lesson, what will you change
in your next lesson...etc?

(Interview 2, August 2013).

Ms. G: “Learning and teaching are like pieces of puzzles. I was afraid of saying
English words because I didn’t want to make mistakes...and to reveal my strong
accent. However, one word at a time, one sentence at a time, I practiced with you,
then by myself, and then with children in the classroom. Suddenly I found myself
to feel much more confident as seeing the completed picture of the puzzle.
(Interview 3, October 2013).
However, we also had challenge moments that required patient, encouragement,
understanding, and mutual support. Ms. G was incredibly busy like other early childhood

teachers in Korea. She works for more than 9 hours daily at school, has periodic extra duty to

ride a school bus with the children in order to look after the children in the bus before and after
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school and prepare for countless special events, including 2 weeks of parent conferences after
school (Teachers in this school don’t have professional days.). Accordingly, we sometimes had
to change our regular TPD session time because of the unexpected events, such as doctor’s
appointments, sickness or the changed bus duty schedule, and urgent parent and teacher
conferences (Notes from the HIA TPD sessions, June ~ October 2013).

Therefore, TPD required being flexible so that Ms. G could continue to practice for her
teaching and learning without being frustrated. It was necessary to give Ms. G constant
encouragement to be engaged in activities of TPD even though the planned lessons were
delivered on the other times due to these changes. On the other hand, TPD demanded continuous
reminders of the goals of our commitment as well because the frequent unforeseen happenings
could interfere with our accomplishment. To perform the multi-roles as a researcher, a mentor, a
facilitator of TPD, I had to have intentional active listening, positive attitude, and collaborative
mind to impact the growth of her self-confidence and pride in her accomplishments.

The Change in Teacher’s Knowledge (Personal/Professional Development).
Teachers’ personal development was another important structure we were focusing in the HIA
TPD. As the HIA teacher professional development continued, the participating teacher
personally developed further by noticing the problems, and seeing the value of their involvement
in English education.

Ms. G said, “We used to follow our planned curriculum while the visiting English teacher

followed her own English program. For example, we went to children’s transportation

park as a field trip after discussing and doing some activities related to “transportation” in
the classroom, but the English teacher introduced fruits and vegetables to children on that
week. Furthermore, at that time we even didn’t realize we had a problem...”

(Notes from the HIA TPD sessions, July 2013).

Ms. G: “This week children are working with the 7 continents in the classroom, and from

next week, we will start studying about Europe. I think I can make an animal racing game,
so that children can learn the initial sound of English words using Europe animal objects.”
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Researcher: “Oh, I see what you mean. I think it is going to be a fun game. Do you know
which animals predominantly live in Europe?”

Ms. G: “No, not really now, but I will find out about them.”

Researcher: “I know a few Europe animals: scorpion, walrus, ...mmm, Let me know

what you found. Would you mind posting your lesson plan on a shared Google Doc once

you are ready by next Monday?”

(Notes from the HIA TPD sessions, October 2013).

Through notes from the HIA TPD sessions, it was found that Ms. G had noticed the
current English education curriculum was not connected with the children’s learning process. It
also became apparent that her increasing knowledge resulted in her practice of integrating
English lessons into the total curriculum.

There was more evidence to confirm the improvement of Ms. G’s English teaching
method through the researcher’s classroom observation. She even created lots of English
materials related to the content areas, as well as adopted the lessons she had practiced with her
former co-teacher in the second 60 hour HIA TPD.

Child 1 was using moveable alphabets to write three letter words from the big box on the
shelf. On his rug, there were blue (represents vowels) and red (represents consonants) moveable
alphabets showing sun, bon (it should be ‘bun’ in a right word.), gum, and bug. Child 2 and child
3 were using a computer program in English, which was a great tool and very helpful in learning
English. Child 4 was listening to the English story using audio CD player, while looking at the
picture book called, Polar Bear, Polar Bear, What Do You Hear? By Bill Martin Jr. and Eric
Carle. Child 5 took a basket from the shelf, and put it on the rug. He laid out a book called, Good
Night, Gorilla by Peggy Rathmann on the left top of his rug on the floor, and then laid out an

elephant object under the book saying, “Good Night, Elephant,” and chose another small object

to do the same way until making a zoo (Notes form observations, July and August 2013). Ms. G
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sat with the large group of children in a circle, and started to sing a ‘Lady Bug, Lady Bug’ song
with them. At this time, all the children had one stick with a picture showing a part of body, each
child held up his/her stick matching with a song. (Notes from observations, September 2013).

The notes of observations confirmed the improvement of teachers’ practice, as well as
children’s active engagement and improvement step by step over time. Moreover, Ms. G claimed
that they became energetic and excited inside and outside of classroom by watching world news
and foreign movies, and sharing and practicing with the children (Notes from the HIA TPD
sessions, October 2013).

The Needs of the Bilingual Classroom Teacher (Professional development).
Professional development was the third main focus in the HIA TPD. Social, personal, and
professional development in TPD is linked together and cannot exit apart (Bell and Gilbert,
1996). Ms. G has improved her own knowledge, and actively practiced a new teaching method
while working with a mentor and encouraging each other.

Ms. G and her children were standing hand in hand making a big circle in the classroom.

Ms. G explained in Korean, “I will show you what ‘in and out’ mean.” She went inside

the circle, and said “This is ‘in’.” She said “This is ‘out’, walking out of the circle.

Everyone practiced ‘in and out’ by following Ms. G’s direction. After a few practice, Ms.

G told them how to play this game along with the song called “Walk around the Circle.”

(Notes from classroom observations, June 2013)

Ms. G said, “This is a pencil (showing a pencil). But in Korean, we just say ‘Yigeot-eun

yeonpil-ipnida (written in English).” We don’t add ‘a’ in front of ‘pencil,” but in English,

we use it. Now I will read this book called “Brown Book,” to you. Listen carefully, and

find out how many times I am saying ‘a’.”

(Notes from classroom observations, July 2013)

Ms. G said, “Can you hear the repetition of the same sounds in ‘parang’ and ‘norang’?

(‘Parang’ and ‘norang’ in Korean mean blue and yellow.) Yes, we can hear ‘rang’ at the

end of these words. This is called ‘Rhyme,’ and there are the same rhyming words in

English.” After that, Ms. G continued to give her rhyming lesson to a small group of

children while laying out objects (triangle, rectangle, cat, bat...) on the rug in front of

them.
(Notes from classroom observations, September 2013)
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Ms. G showed a large group of children a cover page of a picture book called “Freight

Train” by Donald Crews, and then asked them in Korean what they were seeing. Child 1

said in Korean, “A train is moving.” Child 2 said in Korean, “A black train is moving.”

Ms. G continued to show the pictures of each page of this book, while asking some

questions. She came back to the front, and then started to read it in English.

(Notes from classroom observations, October 2013)

Through another notes from classroom observations, it was found that visiting Korean
English teachers or English native teachers could not imitate Ms. G’s lessons that were delivered
to her classroom children without knowing how to approach the young children and speaking
their native language. Ms. G, who was able to communicate with children in their native
language, could help them understand the meaning of thyme, and help to enhance their self-
concept by doing actions with them that provide opportunities for involvement and success.
Thereby, as stated in the review of this study, Collin’s research (2010), which noted the
significant influence to more rapid word learning from English story reading through the effects
of rich explanation in children’s native languages, was approved in this study.

The Role of the Early Childhood Classroom Teacher (Professional development).
Ms. G recognized the important roles of a classroom teacher, which I stated in the review of this
study, as a facilitator, a classroom organizer for the prepared learning environment, and an
observer in the classroom (Notes from classroom observations & video tapes, July ~ October
2013). First, the shelf for English education in the classroom was well organized with the rich
materials in order to meet young children’s needs. Most of the other materials had a control of
error for children to check their own work. For example, there are three sets of cards for the

visual discrimination activity. Children lay out the picture cards first, and match name cards

under them, and then check with the control cards including both pictures and names. By
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contrast, there were not any English materials including Montessori English language materials,
English books with CDs, or English computer programs in the control group classroom.

Second, Ms. G was able to apply different teaching strategies according to children’s
needs. The children were free to choose their own materials and worked on activities at their own
pace. She presented a new English lesson to the small group of children or worked with an
individual child. I could observe some children focusing on three letter decoding (sounding out)
while others focusing on the sounds of English alphabets.

Third, Ms. G carried out a role of an observer in the classroom. She introduced ‘o’
vowel sound material to a child, and stepped back to observe him. She also watched children
who were working together right after presenting a letter racing game to three children. In the
interview 3 on October 2013, Ms. G said, “I keep forgetting children have natural desire to learn
when provided the proper support. I am glad to watch them to use English sentences they learned
spontaneously and freely. They are learning faster than I thought.”

In the previous HIA TPD, Ms. G stated that she increased her observation skills, and
also realized even more how important the observation was, while following the directions of
TPD. Therefore, I expected her to show more a detailed observation journal and record keeping
for each child. However, there were only a few evidences for observation journal and record
keeping related to English teaching. I told Ms. G that observation is watching to learn, and can
help her go beyond her expectations or assumption to see the many dimensions of a child that are
revealed over time. I also reminded her of watching children carefully and objectively with
taking notes when observing. Ms. G responded that she kept forgetting because of her busy

schedule of the day although she knew she would learn about strengths/weaknesses of individual
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children and the classroom community by observation journal. (Notes from classroom
observations, October 2013)
Analysis and Results of the Quantitative Data

In this study, the one-way Analyses of Covariance (ANCOV A) was conducted using
the pre-test scores as a covariate to analyze the statistical significance of English teaching
methodology on post-test scores of Korean kindergarten children. The independent variables
(method) were analyzed for effect on the dependent variables (AD, VA, LS and PA). I used
the pre-test scores as a covariate to examine the difference between treatment and control
groups on the post-test after adjusting for differences on the pre-test so that I could determine
if the groups still had different achievement scores.

Prior to performing the ANCOVA analysis, descriptive analyses were conducted as
shown in Table 3. The pre-and post-test scores were examined for extreme values in both the
treatment and control groups.

Table 3

Descriptive Statistics: Mean and Standard Deviations (in Parentheses) for AD, VA, LS, and PA

Groupl (n=21) Group2 (n=21)

Measure M(SD) Range M(SD) Range
Pre AD 10.24(4.73) 17.00 8.57(3.94) 16.00
Post AD 12.24(3.45) 12.00 11.45(3.83) 14.00
Pre VA 2.20(1.50) 5.00 2.43(1.94) 7.00

Post VA 6.24(2.59) 10.00 3.35(2.06) 8.00

Pre LS 2.90(3.11) 14.00 3.24(2.84) 12.00
Post LS 15.81(5.10) 20.00 3.65(3.60) 14.00
Pre PA 6.90(3.66) 15.00 10.38(4.61) 19.00
Post PA 20.95(6.88) 24.00 10.30(5.42) 20.00

Note. Groupl = Treatment Group, Group 2 = Control Group.
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As shown in Table 3, the means (with standard deviations) of the pre-test scores of
the treatment and control groups for AD were 10.24 (4.73) and 8.57 (3.94), respectively. The
means (with standard deviations) of the post-test scores of the treatment and control groups
for AD were 12.24 (3.45) and 11.45 (3.83), respectively. The post-test mean scores for AD in
both groups were considerably increased. To see the differences between treatment and

control groups in AD post-test scores using AD pre-test scores as a covariate, an ANCOVA
was performed as shown in Table 4.

Table 4

Tests of Between-Subjects Effects for Auditory Discrimination (AD)

Variable SS df MS F Sig. n?
Intercept 721.271 1 721.271 55.869  .000 .589
Pre AD 27.269 1 27.269  2.112 154 .051
Group 2.254 1 2.254 A75 678 .004
Error 503.491 39 12.910

Total 6429.103 42

Note. SS = Sum of Squares; MS = Mean Square; 1> = Partial Eta Squared.

As shown in Table 4, there were no statistically significant differences between the
treatment and control groups on the post-test scores for AD after controlling for the pre-test
scores, F(1,40) =.175, n? =.004, p = .678. Thus, there was no evidence to say that kindergarten
children taught English by a trained classroom teacher using HIA English program demonstrated
greater English AD gains than those taught by a trained English teacher using the current method.
However, children of both the treatment and control groups improved their AD skills, and the

difference in mean gain scores between the treatment and control groups was very small (See

Table 3).
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As shown in Table 5, when analyzing individual items of AD post-test scores, number 1

(word) and number 8 (phase) were the items that children had the most right choices, and

number 12 (sentence) was the item that children had the second most right choices. Although

there were words, phases, and sentences used for AD assessment in this study, each set of 12

items contained only one different “word” that the image was depicting. These facts did not seem

to affect children’s test scores. Rather, the results showed that the degree of difficulty was most

likely to affect children’s test scores. Therefore, the measurement utilized for evaluating AD

skills did appear to be effective.

Table 5

Summary of Item Analysis of AD post-tests

Number of Number of Answers
Assessment Students answering correctly (N=42)

1 39 elephant

2 29 peach

3 30 flower

4 10 shorts

5 30 airplane

6 12 square

7 16 running squirrel

8 39 snowy day

9 10 a basketball player

10 15 Susan is singing.

11 25 Peter is sad.

12 31 The strawberries are in the basket.

As shown in Table 3, the means (with standard deviations) of the pre-test scores of

the treatment and control groups for VA were 2.20 (1.50) and 2.43 (1.94), respectively. The

means (with standard deviations) of the post-test scores of the treatment and control groups

for VA were 6.24 (2.59) and 3.35 (2.06), respectively. The post-test mean score for VA of the

treatment group was more greatly increased than that of the control group, although both
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were increased. To see the differences between treatment and control groups in VA post-test
scores using VA pre-test scores as a covariate, an ANCOVA was performed as shown in
Table 6.

Table 6

Tests of Between-Subjects Effects for Vocabulary Acquisition (VA)

Variable SS df MS F Sig. n?
Intercept 85.523 1 85.523  36.487 .000 .483
Pre AD 126.945 1 126.945 54.159 .000 .581
Group 101.934 1 101.934 43.488 .000* .527
Error 91.414 39 2.344

Total 1271.223 42

Note. SS = Sum of Squares; MS = Mean Square; 1? = Partial Eta Squared, *p <.05.

As shown in Table 6, there was a statistically significant effect of the HIA English
program for young children on the post-test scores for VA after controlling for the pre-test scores
for VA, F(1, 40) = 43.488, n?> = .527, p = .000. Therefore, kindergarten children taught English
by a trained classroom teacher using HIA demonstrated greater English vocabulary acquisition
gains than those taught by a trained English teacher using the current method.

As shown in Table 3, the means (with standard deviations) of the pre-test scores of the
treatment and control groups for LS were 2.90 (3.11) and 3.24 (2.84), respectively. The
means (with standard deviations) of the post-test scores of the treatment and control groups
for LS were 15.81 (5.10) and 3.65 (3.60), respectively. The post-test mean score for LS of the
treatment group was more greatly increased than that of the control group, although both
were increased. To see the differences between treatment and control groups in LS post-test

scores using LS pre-test scores as a covariate, an ANCOVA was performed as shown in

Table 7.
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Table 7

The Pre- and Post-test Mean Scores of treatment and control groups for LS

Variable SS df MS F Sig. n?
Intercept 1110.175 1 1110.175 73.959  .000 .655
Pre AD 192.369 1 192.369 12.815 001 .247
Group 1611.176 1 1611.176 107.335 .000* .733
Error 585.419 39 15.011

Total 6306.323 42

Note. SS = Sum of Squares; MS = Mean Square; 1? = Partial Eta Squared, *p <.05.

As shown in Table 7, there was a statistically significant effect of the HIA English
program for young children on the post-test scores for LS after controlling for the pre-test scores
for LS, F(1, 40) =107.335, n* = .733, p = .000. Therefore, kindergarten children taught English
by a trained classroom teacher using HIA demonstrated greater English letter sound recognition
gains than those taught by a trained English teacher using the current method.

As shown in Table 3, the means (with standard deviations) of the pre-test scores of
the treatment and control groups for PA were 6.90 (3.66) and 10.38 (4.61), respectively. The
means (with standard deviations) of the post-test scores of the treatment and control groups
for PA were 20.95 (6.88) and 10.30 (5.42), respectively. The post-test mean score for PA of
the treatment group was considerably increased, while that of the control group was slightly
decreased. To see the differences between treatment and control groups in PA post-test
scores using PA pre-test scores as a covariate, an ANCOVA was performed as shown in
Table 8.

Table &8

Tests of Between-Subjects Effects for the Phonemic Awareness (PA)

Variable SS df MS F Sig. n?
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Intercept 994.494 1 994.494  28.253 .000 420
Pre PA 162.388 1 162.388  4.613 038 .106
Group 1350.377 1 1350.377 38364 .000* .496
Error 1372.764 39 35.199

Total 12982.090 42

Note. SS = Sum of Squares; MS = Mean Square; 1? = Partial Eta Squared, *p <.05.

As shown in Table 8, there was a statistically significant effect of the HIA English
program for young children on the post-test scores for PA after controlling for the pre-test scores
for PA, F(1, 40) = 38.364, 1> =.496, p = .000. Therefore, kindergarten children taught English
by a trained classroom teacher using HIA demonstrated greater English PA gains than those
taught by a trained English teacher using the current method.

Paired-sample t-tests were conducted to see a significant increase in scores between the
pre- and post-test scores of both the treatment and control groups as well as the four sub-
categories (AD, VA, LS and PA). I compared the groups on pre-test only and post-test only, and
compared post-test with pre-test separately for the two groups. The pre-post differences were
significant for the both groups. Increase in achievement was measured by gain scores, which
were calculated by subtracting pre-test score from post-test score. The difference in mean gain
scores between the treatment and control groups was -0.88 (AD), 3.12 (VA), 12.50 (LS), and
14.13 (PA). Therefore, I conclude the increase of the treatment group (group 1) was generally
greater than the control group (group 2) except in the case of the auditory discrimination (AD),
which showed a small difference between two groups.

Summary of Results

During the HIA TPD in this study, as shown in Figure 2, the researcher focused on

promoting the teacher’s social, personal, and professional development. Constructivism was the

psychological foundation of this research in an effort to support the early childhood teacher in
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conducting an HIA English program as EFL in her classroom. The HIA TPD utilized five main
categories: content focus, active learning, coherence, duration, and collective participation. The
results in this study showed that the HIA TPD intervention generated growth of the participating
teacher’s confidence, and positive change of her knowledge and skills, which improved the
learning environment by providing the rich English materials and a wide range of experiences for
using English: these factors ultimately impacted the young children’s learning of English,
especially in the area of VA, LS, and PA.

Figure 2

The Input and Output of the HIA TPD

Input Output

Children’s active learning

1. Social Development \l/
2. Personal Development Child

3. Professional Development
Based on Constructivism / \

Teacher % Environment
HIA TPD A (Materials)
/]\ Presentation-Observation-Feedback-Modification T /[\
Five Main Categories 1. The Growth of confidence Rich classroom materials for
1. Content focus 2. The Growth of knowledge and beliefs English education

2. Active learning

3. Coherence

4. Duration

5. Collective participation
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CHAPTER FIVE: DISCUSSION, IMPLICATIONS, AND CONCLUSIONS
Discussion

Given that teaching and learning English have been long-standing major concerns for
Koreans, it is essential that Korea adopt effective and efficient means of teaching English to its
populace. Because of the importance of English language acquisition to the Koreans, adoption of
an English language program should, ideally, be at the national level. In previous studies, many
Korean researchers have stated that the need for a systematic TPD program for the early
childhood English education in Korea was urgent (An, 2010; Cheon et al, 2002; Kang, 2009; M.
Lee, 2005; Park, 2003). They also argued that young children would increase their interest and
motivation in learning English through integrated English education which would include the
content areas by their classroom teachers (Choi, 2009; H. Lee, 2010; Shin, 2008). The reality is
that there have been an insufficient number of empirical studies of early childhood TPD which
included English teaching methodology (Cho & Lee, 2009, Y. Lee, 2012; Ma, 2007). In response
to that documented need, the TPD program utilizing HIA had been designed and tested to
determine its impact on early childhood classroom teachers’ pedagogical methodology and
English acquisition by young children (ages 3~6) in Korea.

Many researchers argued that phonological awareness of young children was an
important indicator of future reading achievement (Anthony & Lonigan, 2004; Cho & McBride-
Chang, 2005; Hulme et. al., 2002; McBride-Cang, Bialystok, Chong, & Li, 2004; Richardson,
2004; Shaywitz, 2003). The researcher investigated how two groups of Korean kindergarten
children who received the HIA method or the current method of English instruction conducted in
the areas of AD, VA, LS, and PA skills changed over time. The one-way ANCOVA was

performed using the pre-test scores as a covariate to analyze the statistical significance of
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English teaching methodology on the post-test scores of Korean kindergarten children. The
results of this study showed that there was a significant effect of the HIA methodology on VA,
LS and PA skills development after controlling for the pre-test scores, but not on AD.
Answering the Study Questions

To answer the study questions, a pragmatic parallel (concurrent) mixed methods
using triangulation strategy was employed. As mentioned earlier, the guiding question of this
study was: How does the early childhood teacher practice her learning and teaching with
guidance from a mentor using the HIA English program to enhance young Korean children’s
learning of English both inside and outside her classroom?

Answering for Question One. The first research question of this study was: In what
ways did TPD using the HIA English methodology impact the early childhood teacher's English
instructional practice in teaching English to young Korean children? In accordance with the most
current recommendations for effective professional development practice, social, personal, and
professional growth opportunities, and knowledge based instruction were applied to the HIA
TPD as its fundamental framework. This theoretical foundation of learning is called
constructivism was the psychological underpinning to support the participant teacher’s growth of
social, personal, and professional aspects during the HIA TPD.

Findings of this study clearly revealed that the HIA TPD program could serve as a
means of effective TPD with positive impact on the growth of teachers’ English instructional
practice and Korean young children’s English learning as a foreign language. In short, the major
results obtained in this study were as follows:

First, the participating teacher’s social relationship with a mentor nurtured through the

program impacted the growth of her self-confidence through collaborative work. We had the
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opportunity to discuss skills, problems, experiences, and children’s needs, as well as to share the
common English curriculum materials. Many educators found in their studies that building
professional learning groups through TPD enabled teachers to obtain a wider range of ideas and
were more likely to apply new methods learned from TPD when working with the students
(Barnes, 2006; Belzer, 2005; Meskill, 2005). The researcher also found that establishing a strong
connection with Ms. G was very important in order to practice a new method. When I observed
her to be frustrated because of her busy schedule, through continued conversation and discussion,
we were able to minimize stress and classroom disruption. When children in her classroom were
observed to use English material in a wrong way or not to choose important materials, Ms. G and
I discussed ways to solve the problems using SKYPE, Google drive or texting. Sometimes we
had to create new lessons to motivate children to use English materials after observing the
classroom interactions. Ms. G also had chances to watch video clips I created for the English
lessons to remind her of the purpose of certain activities. Collaborative working between Ms. G
and a mentor of TPD was effective.

Second, the participating teacher’s Montessori background and interest in an integrated
English education program aligned with the current Korean early childhood curriculum had a
strong influence on her personal growth. Her improvement in content knowledge also
contributed to her personal development and self-evaluation of being an effective teacher.

H. Lee’s study (2010) revealed that as English teachers for young children, the early
childhood teachers were most qualified because they understood the development stages of
young children and the current Korean early childhood curriculum, and had appropriate teaching
skills. However, the early childhood teachers would have to improve their proficiency in English

for maximum effectiveness. In the present study, Ms. G could use her strong teaching skills to
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practice integrating the new English curriculum based on Montessori language method, with
which she was already familiar, while teaching children Korean in her classroom. The results
from this research showed Ms. G improved her teaching skills of English teaching mythology, as
well as personal development of English pronunciation and English proficiency. When teachers
are more knowledgeable and well prepared for teaching including ELLs and EFLs through TPD,
they will be more confident so that they can be more motivated and effective teachers in the
classroom.

Third, the participating teacher has shown better understanding of her multiple
responsibilities as an important facilitator of both children’s learning and that of other
professionals, as a constructor of the prepared learning environment, and as the observer of what
the children were learning as they were pursuing their own individual active learning. In the HIA
TPD model, the participating teacher’s active learning included practicing lessons with a mentor
and obtaining feedback from the researcher (a mentor) after the mentor’s observations of the
classroom and videotaped lessons.

By giving Ms. G the opportunities to watch her own classroom performance using taped
videos, she could assess both herself and the children’s learning, an outcome of teacher
utilization of video feedback which Belzer (2005) mentioned in her study. Ms. G also realized
that the well prepared learning environment promoted children’s learning. For example, she
observed children learning names of various parts of trains, while listening to stories about
transportation using CD player, or using a three parts of cards of train she developed (one set for
pictures only, another set for labels only, and the last set for pictures with labels). Ms. G

maintained a well-equipped classroom so that children could choose books, moveable alphabets
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with objects, sandpaper letters with the picture cards, a computer program, and etc. at their own
pace and according to their individual interest.

In addition, Ms. G broadened the range of considerations of the total school environment
and cultural differences, as well as the linguistic differences between English and Korean, as she
planned classroom activities. This broader perspective also further enhanced her professional
development. Ms. G’s English lessons presented to children included discussions of the
differences between the English and Korean languages as well as the differences between Asian
and Western cultures, such as greetings at the grace and courtesy education time, or table
manners at lunch time, or whenever she had an opportunity within the context of the total
curriculum.

The research outcomes of the present study indicated that it was possible for the early
childhood teacher, Ms. G to deliver a comprehensive and effective English program as EFL,
Which was integrated into the Montessori curriculum and was in full compliance with the current
Korean early childhood education curriculum and standards.

It is also clear that the teacher’s social, personal, and professional development positively
impacted which, in turn, enhanced her knowledge and skills, and finally resulted changes in
teaching practices and in improved student learning of English.

Answering of Question Two. The second research question of this study was: How did
Korean kindergarten children who received the HIA method perform in comparison to those who
received the current method of English instruction in the areas of auditory discrimination,
vocabulary acquisition, letter sound recognition, and phonemic awareness skills?

Overall, kindergarten children taught English by a trained classroom teacher using the

HIA English program demonstrated greater English language gains than those taught by a trained
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English teacher using the current method in the areas of VA, LS, and PA skills. However, in the
area of AD, kindergarten children in both groups increased their scores at the similar rate
although the difference was small. The result of this study showed that there were a statistically
significant effect in three areas; VA, LS, and PA, when judging by this result.

Accordingly, as shown in Figure 2, The HIA TPD in this study promoted the teacher’s
social, personal, and professional development based on constructivism, while the HIA TPD
utilized five main categories: content focus, active learning, coherence, duration, and collective
participation. The outcome of the HIA TPD intervention yielded growth of the participating
teacher’s confidence, and positive change of her knowledge and skills, which improved the
learning environment by providing the rich English materials and a wide range of experiences for
using English: these factors ultimately impacted the young children’s learning of English,
especially in the area of VA, LS, and PA.

Implications

This empirical mixed method research was implemented in a real-world educational
environment in a Montessori kindergarten in Korea and employed TPD with one typical
kindergarten teacher who taught English to her students by integrating it within the prescribed
curriculum of the government. For further study, a case study including all the teachers who are
teaching young children (Ages 3~6) in one school or different schools or different grade levels is
suggested.

This research could provide the rationale for Korea’s educational leadership to replicate
the research using a larger group of teachers and children over a wider age range. The results,
when replicated, could provide a model for reform efforts pertaining to the teaching and learning

of English within kindergartens and elementary schools. As a result of her participation in the
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research, the HIA educated teacher, Ms. G, can be a leader of other teachers at her school in
implementing the HIA English program through TPD, and then all the teachers of the
participating school may be leaders in the movement for more access to integrated English
language instruction for all Korean children. As the teachers are more proficient, the school-aged
children will have more access to highly effective English language learning and thus be more
prepared to compete in the global marketplace as adults.

In addition, as both the skills of teaching and learning English as EFL cannot be
acquired in a short period of time, it is definitely critical for teachers to have the sustained
support of all levels of school administration when a HIA TPD program is instituted. Because the
implementation of a comprehensive English learning program involves the entire school and
every effort should be made to include faculty, supervisors and parents for all grades and
disciplines in the planning and implementation process.

Additionally, it will be much more efficient and beneficial for Korean’s English
education program for young children if the pre-service early childhood education teachers can
take classes relevant to the integrated English education method in their respective colleges or
universities. As mentioned previously in Chapter one, the newly revised early childhood
curriculum called ‘Nurigwajeong’ in Korea focuses on holistic, integrated education based on the
five fundamental areas: physical activity and health, communication, social relationships, artistic
experience, and natural exploration. The kindergarten schools are required to follow this
curriculum in Korea, and thus, are implementing it according to monthly themes related to
‘Nurigwajeong.” The HIA English program based on Montessori language curriculum carefully
considered the monthly themes of ‘Nurigwajeong.’ Faculties from both English and the early

childhood education departments in the colleges or universities can model collaborative teaching
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by adopting the HIA English model. To adequately train teachers, this collaborative effort will
require two consecutive semesters of study and an internship in a school with a successful
integrated English program.

With the projected increase in interest in teaching English to school children, investing
in comprehensive, high quality professional development using this model is cost effective and
can yield significant dividends by improving teaching across all subjects, improving staff
collaboration and support, and increasing children’s interest in learning English. Regional
planning for effective professional development activity needs to be a priority of the government
and school districts.

Suggestions for future studies are as follow: (1) a case study including all teachers who
are teaching young children in one school or different schools, (2) a case study including
different grade levels, (3) a case study including the pre-service early childhood education
teachers who can take classes relevant to the integrated English education method in their
respective colleges or universities, and (4) a case study using different methods to measure my
results of quantitative data.

Closing Statement

The HIA TPD method described in this study is based primarily on the application of the
Montessori Method to the teaching of English as EFL for young Korean children along with a
teacher continuing education model based on empirical studies. This mixed method study, while
limited in numbers of participants, suggests a way of teaching English that is cost effective,
efficient, and generalizable to other populations. Children in the treatment group made

significant gains in English language acquisition over the control group. The participating
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teacher learned to teach in an interdisciplinary manner and experienced first-hand the benefits of
peer collaboration in implementing new teaching strategies and subject matter.

It is recommended that the early childhood teachers continue to use the TPD model used
in this project; with on-going support from administrators, parents, and policy-makers.
Implementing the integrated English education, along with a comprehensive professional
development initiative, will help build strong teacher communities. It is also recommended that
pre-service teachers have opportunities to take classes related to the integrated English education.
Finally, continued study of the application of the integrated early childhood English curriculum
and the English curriculum of older students would be essential to the wider adoption of the HIA

TPD model.
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Teacher Demographic Information (1A} Q1% Algh

86

INSTRUCTIONS: Please complete each of the following items as accurately as possible. Where

a choice is given, circle the best response.

1.

2.

Gender: Male Female

Highest Earned Degree:
a. High School
b. 2-year college
c. Bachelor’s
d. Master’s
e. Ed. Specialist
f. Doctorate
g. Others

. Position(s) at D Kindergarten School during the HIA teach professional development

project:

Total number of years of teaching at D Kindergarten School:

Total number of years of teaching English at D kindergarten School:

Total number of years of teaching young children (Ages 3~6) before teaching at D

Kindergarten School:

Total number of years of teaching young children (Ages 3~6) in the Montessori School

before D Kindergarten School:

Do you have a teacher certificate? Yes No

If yes, what type and what year did you receive it?

Do you have AMS (American Montessori Society) teacher certificate? Yes No



If yes, what type and what year did you receive it?
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10. Have you ever attended a teacher professional development? Yes No

If yes, what type of teacher professional development did you attend?

11. Have you learned English at the institute, in addition to high school or college?

If yes, when (years) and where did you learn English?
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Appendix B
Teacher Interview Questions

1. How do you feel about the integrated English education through the HIA teacher
professional development?

2. What do you think about the teachers’ role in implementing the integrated English
education?

3. Describe the procedure you undertake to practice an integrated English education in your
classroom.

4. What do you think are the most important issues that may affect you and your students in
learning English? Which of the issues you mentioned on your list could be solved or

diminished by on-going education?
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Appendix C

CLASSROOM OBSERVATION
Observer’s Name:
Date:
Name of School:
Age of Students:

Teacher’s Name:

Time:

1. Environment: Describe the classroom environment.

2. Classroom Teacher: How does the classroom teacher interact with the students?

3. Key Elements:
a. Large or small group activities
b. English education as an integrated curriculum with other content areas
c. The students’ choice related with English language arts
d. Technology including computers related with English language arts

4. General Comments:
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Appendix D
CLASSROOM TEACHER LESSON PLAN

Lesson Name:

Lesson Area:

Goals:

Previous Learning:

Procedures:

Variation/Extension:

Reflection and Self-Evaluation:



Appendix E: Performance Assessment

Auditory discrimination: Assessing with Rhyming cards, I-spy, Moveable alphabets

1=Introduce, 2=Needs to Improve, 3=Improving, 4=Satisfactory Progress, 5=Outstanding

July, 2013 October, 2013

Rhyming

Initial Sounds
Discrimination

Ending Sounds
Discrimination

Discriminates between
vowel sounds (: a, i, 0,
u, e)

Letter Sound Recognition: Assessing with Sandpaper Letters with Matching Objects and Picture cards.

1=Introduce, 2=Needs to Improve, 3=Improving, 4=Satisfactory Progress, 5=Outstanding

July, 2013 October, 2013

st
1" box-a,c,m,s,t

2" box - b, f, g, h, 0

3%box -d, i,k ,n

4"box -j,e,p, 1, u

h
5" box -q, v, W, X, y, Z

Vocabulary acquisition: Assessing with Pictures and Objects (An Assessment Tool: Three Period lessons)

1=Introduce, 2=Needs to Improve, 3=Improving, 4=Satisfactory Progress, 5=Outstanding

July, 2013 October, 2013

Numbers 1-20

Animals

Fruits & Vegetables

Colors

Human Body

Phonemic Awareness: Assessing with Moveable alphabets, 5 vowel sounds cards, pink books, picture/label cards, Sentence
strips with pictures

1=Introduce, 2=Needs to Improve, 3=Improving, 4=Satisfactory Progress, 5=Outstanding

July, 2013 October, 2013

Moveable Alphabet:
Encode(write)

Pink Books: a, i, 0, u, €
Decode (sound out)

Picture/Label Cards
Blend (read)

Sentence Strips w/Pictures




Appendix F1: Auditory Discrimination Assessment (For an assessing teacher)
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Student ID #: Gender: Birth Date: Age:
FC ), M( )

Teacher Name: Examiner:

School: Date:

1( ) 2( ) 3( ) 4(
5( ) 6( ) 7« ) 8(
9 ( ) 10 ) 11¢( ) 12 (

Directions: I am going to say a word and choose the right picture. Listen twice.

o XIAIAME:: 1 | 2E 2 H7HX|= &2 E0 22 D8 S R0t SA20| St 2. &8 = &3

=& 4

elephant (B)

peach (C)

flower (A)

shorts (A)

airplane (B)

square (B)

running squirrel (C)
snowy day (B)

. a basketball player (C)
10. Susan is singing. (B)
11. Peter is sad. (A)

12. The strawberries are in the basket. (A)

0PN AW
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Appendix F1-1: AD Assessment (For a student): a copy of online computer test

I Auditory Discrimination Assessment (£ 7|8 7})

Directions: | am going to say words, phases or sentences, and choose the right picture. Listen twice.
o X[AIAFR: 1 HEH 12 H MK = & 0 Y2 82 A0t S2H0| stH e, Xl = F A

= T
so{E L.

1.

(A) (B)

(A) (C)

(A) (B) ()



94

(A)

(B)

(C)

(B)

(C)

(A)

(B)

(C)
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(A)

(A)

(A)
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10.

(A) (B) (C)

11.

12.

(A) (B) (C)
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Appendix F2: Vocabulary Acquisition Assessment (For an assessing teacher)

Student ID #: Gender: Birth Date: Age:
FC ), M( )
Teacher Name: Examiner:
School: Date:
Please write each child’s raw score in the blank. (%2191 0j0l7} & &8 Ji2 71 &0t
1( ) 2( ) 3( ) 4( )
5( )  6¢( ) T( ) 8¢ )
9 ( ) 10¢( ) 11( ) 12 ( )
13 ( ) 14( ) 15¢( ) 16 ( )
17 ( ) 18¢( ) 19¢( ) 20( )

** Please show one picture at a time using separate picture sets, and ask “What is this in English?”
(Ch2 Z=H[E AT 7t M ES 0| 8510] 3Lt 2o F A, «0| A2 SO 2 FAYL L7

ot HEeL )

Directions: I want you to tell me what it is in English.
o X|A|AbG: CHZ O] &S 211 0| 20| FAQIX| HO|Z Ll E M 2.

1. three 2. twelve 3. fifteen 4. eight

5. duck 6. frog 7. giraffe 8. turtle

9. pear 10. cucumber 11. grapes 12. pumpkin
13. yellow 14. gray 15. brown 16. blue

17. elbow 18. leg 19. ear 20. nose




Appendix F3: Letter Sound Recognition Assessment (For an assessing teacher)
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Student ID #: Gender: Birth Date: Age:
FC ), M( )
Teacher Name: Examiner:
School: Date:
Instructions

1.

Show the student page, and says “I want you to tell me the sounds for these letters.” Start
from top on the left. Ask “put your finger on the first letter, and tell me what this sound is.”

(EHdE8 AN 7t X E HO{FAM e e[ «0| LutBlio] A2|E LIoA Y2 =M a. 2t
YBHCE « 21 AT A A|ZISHO] Of2 2 LH2{ 7t HAM TISHC R M S X E &7 ez
7tEM BN K. 0| 2Xte| A7t FARAX| LE{FM .72t Dot

Please write each child’s raw score in the blank next to the letters. (It € 0j| Ot0| 7t L=
B2 XHolMa.)

Y=correct response (sound)
x= incorrect response 0=no response

c 1
a n
m J
t €
s p
b r
f u

q

v
o w
d X
1 y
k z

Total number correct: of 26.
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Appendix F4: Phonemic Awareness Assessment (For an assessing teacher)

Gender:
Student ID #: F( ), M( Birth Date: Age:
)
Teacher Name: Examiner:
School: Date:
 Please write each child’s raw score in the blank. (42te] ofo[7} & &g Jof= 7882,
1( ) 2( ) 3( ) 4( )
5( ) 6« ) 7( ) 8¢ )
9( ) 10¢( ) 11¢( ) 12 ( )
13 ( ) 14( ) 15( ) 16 ( )
17 ( ) 18¢( ) 19¢( ) 20 ( )
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Phonemic Awareness Assessment (For an assessing teacher)

Beginning Sound Recognition
Phoneme Matching

Directions: Listen to the words carefully. Two words have the same beginning sounds, but one word
has the different beginning sound. Choose the picture with the different beginning sound.

o X[AIAFG: 1,20 32 S0 O 29| Btoj= HAZ|7F 210 SHLte| BHoj= R A2| 7t
CHELICH 2 =0 AA2(7HCHE 82 et 320 SN 2. 22X & HA S F L L
1. cup, sun, cake

2. fox, book, fan
3. monkey, hat, ham

Phoneme Isolation
Directions: Listen carefully, and choose the same beginning sound with the picture.
o XIAJAFE: 4t 5B 6 H2 B =11 0] A8 HAgt 22 2 X5 S2t S2H0|5HN |.
SH S SHN SHFLCH
4. watermelon /w/, /g/,/v/

5. nest/b/,/n/,/s/
6. penguin /d/, /h/,/p/

Ending Sound Recognition/Phoneme Isolation
Directions: Listen carefully, and choose the same ending sound with the picture.
o RAJAFR: 78, 8 9 H2 H =11 0] A B4t #2 SXA+E =2t SA2H0|5HA K.
=M= F 8y SHELICH
7. ant/t/,/el,/k/
8. mop /n/, /p/,/o/
9. desk/s/,/d/,/k/

Middle Sound Recognition/Phoneme Isolation
Directions: Listen carefully, and choose the same middle sound with the picture.
o X[AJAFEE: 108,11, 2 M2 0|2 S23& 89 HOE &2 =1 0] Ao SZhae|<

€2 HOjel O3S A, B, COM SEF SA20|5HH 2. 2M = + #Y S LICH
10. dog (B): A. 1lid B. hog C. bag

11. red (A): A. bed B. rug C. cat
12. man (C): A. cot B. nut C. can
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Phoneme Encoding (Phoneme Segmentation)
Directions: Listen each word carefully, and write what you hear. You will hear each word twice.
o X[AIAFE: 13 ~16 H2 20| CHOJE & E1, of2fof MA|=l Lol S 0| 83510 Bl 7Ho| 11
O|E2 MM a. ERsiCtH O] YLt Z & ALEE = JUSLICH EX= FHM S FLICH
13. dig
14. pot
15. van
16. hut

Phoneme Blending

Directions: Read the following words aloud. If you want, you can say each sound, and then blend
them together to make the word.

o R|AJAFRE: 17 ~20 2 OF2fOf MA|El OIS 22| ST EM Q. JATHEtH, Z42o| 22| &
ol 2 2, CHAl VA -0 TS 810 2 &= ASLICH

17. jam
18. bug
19. zip
20. wet



Appendix G:

The Example of the Integrated Early Childhood English Program: June, 2013
(Theme: Animals near Us, the Role of Money)

Songs (Listening & Speaking)

1. Be My Echo

2. How are you?

3. Good Morning

4. Walk around circle

Story Telling (Listening)

Brown Bear, Brown Bear, What Do You See?
(by Eric Carle)

Poem & Poetry (Speaking)

1. Brown Bear, Brown Bear, What Do You
See? (Art Activities, Booklet Making)
2. Bubble Gum (Numbers 1-10 )

Auditory Discrimination (Listening)

What Sound is This?

Visual Discrimination (Vocabulary)

1. Picture/Object Matching
. Big/ Little Sorting
3. Alphabet Matching Game (Moveable
Alphabets)

Phoneme Awareness

1. Sound Game
. a,c,m, s, t(Sandpaper Letters) & Objects
3. Moveable Alphabets & Pictures

Culture Area

Matching (penny, nickel, dime, quarter)
Money Bingo Game
Money Rubbing

Technology (startfall.com)

1. ABCs
2. Calendar
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Appendix H: The Examples of Materials

Zoo Animals (Visual Discrimination: Picture to Object Matching):
Ms. G’s classroom, July 1, 2013
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Children’s English Books
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Moveable Alphabets & Picture cards

Sandpaper Letters

Sandpaper Letters
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Visual Discrimination (Pictures & Objects)
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