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This paper examines the impact of an immersionreqpee on the
professional development of four non-native spe@kslS) pre-
service English as a foreign language (EFL) teashiera one-year
full-time Postgraduate Diploma in (Secondary) Edima (PGDE)
program in Hong Kong. The participants had no onited teaching
experience upon their entry into the program. Trexgived all their
education in Hong Kong and did not have any previstudy abroad
experience; moreover several of them had neveeliey to any
English-speaking countries before the PGDE sojonrtine UK.
During the six-week immersion program, they staygd a host
family and participated in a specially-designed demic program,
school visits, and social and cultural activiti€ata was collected at
strategic intervals throughout their program: infth, semi-
structured, individual interviews, documents (egjlective writings,
personal blogs, Facebook notes/ status, field nosel survey
questionnaires. The analysis and triangulation wédlgative and
quantitative data helped trace the developmentarahges of the
participants’ self-perceptions as professional NBNS. teachers, and
EFL learners over time. Discussion focuses on tegpectations for
and noticed/ unnoticed pedagogical knowledge ghioma the
immersion program in relation to their previous feag experience,
their self-perceptions of their English proficieneynd identities as
EFL teachers and EFL learners, as well as the fdn®acher training
they received in Hong Kong and the UK. It was fotirad their
development as professional NNS EFL teachers vilaeited by: (1)
socio-contextual factors (e.g., community, schpatents); (2) the
participants’ evolving expectations for themselas€FL teachers
and learners; (3) their learning and teaching expace in the
teacher training program; (4) the community/ sugmmoup they
formed with other preservice teachers; and (5)rtpberceived roles of
professional EFL teachers. Implications for the eation of NNS
preservice EFL teachers and teacher educators aeudsed.
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From a socio-cultural perspective, learning is ntben the accumulation of
skills and information, but “a process of becomiragid “an experience of
identity” (Wenger, 1998) in which our identitieseaforged (Lave, 1992),
and our ideas about “who we are and what we carrdosformed (Wenger,
1998). Under this framework, the process of leayrimteach is more than
the acquisition of teaching skills or pedagogicabkledge, but also the
construction of professional teacher identity witlpreservice teachers. In
this paper, the professional identity developmérfbor preservice teachers
in a one-year full-time teacher education progranHbng Kong will be
discussed, with the focus on their pedagogicalgyaind related professional
identity development, during their six-week immersprogram in the UK.

An increasing number of language teacher educairograms around
the world are making an overseas immersion expegigart of the program
requirements, especially for the preservice Englisha Foreign Language
(EFL) teachers who are Non-Native Speakers (NNS)Eaflish. As
Canagarajah (1999) estimated, about 80% of Endéislguage teachers
worldwide are non-native speakers. Such an oversgasrsion experience
is considered to be able to provide student teacivih opportunities to
develop new ideas about teaching methods (McKawyBo & Kerr, 2001;
Quinn, Barr, Jarchow, Powell & McKay, 1995). Resbaron student
teachers in overseas field experiences also shtwaedhe participants could
benefit from the exposure to different school systén the way that they
could compare and contrast the school systemseirhtist and their home
country (Clement & Outlaw, 2002), and the attitudesd beliefs about
teaching they developed could be tested in the aturc system of their
home country (Quinn, Barr, Jarchow, Powell & McKdg95). Bodycott
and Crew (2001) proposed in their work that theezenself-reported gains
at least for a short term in the student teactemrsio-cultural, language, and
educational gains after the immersion.

Tang and Choi (2004) examined the immersion expegeof four
preservice PGDE (Primary) teachers in Hong Kond, &und that with the
opportunities the preservice teachers had for fonat interactions in an
authentic setting, their language abilities, esgcfluency and confidence,
could be enhanced. Other studies also reported lgmwent in the
professional aspects of preservice teachers (Bamuhu& Freyok, 2006;
Willard-Holt, 2001).

Despite the many advantages of the immersion expess reported in
previous studies, some scholars doubted the eféswss in terms of
pedagogical knowledge gains (MacLennan & Tse, 1385)he language
development (Drake, 1997) due to the duration & #hhort immersion
program.

Research questions

This paper focuses on the development of profeakiatentity of four
preservice teachers during an immersion program,aums to answer the
following questions:
1) What are the expectations the participants hadeé¢fie immersion?
2) What are their gains (noticed and unnoticed) itir fhedagogical
understanding after the immersion?
3) How does the immersion experience impact on theiiegsional
identity development?
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Method
Participants

The findings of two out of five phases of data eclion in a one-year
longitudinal multiple case study on the professiodentity development of
four preservice student teachers will be reportedthis paper. These
participants were students in a one-year full-tirustgraduate Diploma in
(Secondary) Education (PGDE) program in a compr&kienuniversity in
Hong Kong in the 2010/2011 academic year. Togethigh all other
students in the program, they were invited to cateph demographic survey
questionnaire to collect the demographic and socaodyound information
at the beginning of the PGDE program. The infororatollected was used
in the selection of participants for the longituglimultiple case study.
These four participants are Hong Kong Chinese stisdeho: 1) received
all schooling in Hong Kong; 2) learned English ass@cond/foreign
language; and 3) with no or limited formal teach@xgperience. They were
invited to participate in the study for their demeygghic background, their
prior experiences related to language learning #Ea&thing, and their
willingness and openness to self-disclose.
The profiles of the participants are summarizedable One, with their
names replaced by pseudonyms.

Table 1.Profiles of Participants

pSe

Name Ella Tina Lisa Gary

Sex F F F M

Age 24 22 22 22

Mother tongue | Cantonese Cantonese Cantonese Cantong

Major/ Minor English Major: English English
Religious language
studies and
Minor: literature
Education

Teaching No Private tutor Private tutor| Private tutor

experiences (if for individual for for

any) students; individual individual
Part-time tutor | students; students;
for short-term | Part-time Part-time
summer tutor for tutor for
English interest| short-term | short-term
classes (with | interest English
class size classes classes
around 10) (with class | (with class

size around | size around
10) 10)

Exposure in No Yes, two 1-2 No No

English- week short

speaking trips to Europe

countries prior and the USA

to the

immersion

program

Place for York Edinburgh York York

immersion

program
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After receiving two months of teacher training ime tPGDE program in
Hong Kong in which the participants were introduced theories and
methodologies related to English language teachivegEnglish curriculum
in Hong Kong, and English language teaching skitey went for a six-
week immersion program in the UK from 2 Novembet$5oDecember 2010
as part of the PGDE program requirements.

Immersion program structure

The preservice teachers could choose between theension programs
organized by two universities in Edinburgh and Yorkhe UK. They were
provided with more details about the immersion paagafter they declared
their preference for the institution. The studestdsld choose to stay with a
local homestay family with native English speakeither by themselves, or
together with another PGDE student from the progrdaring their
immersion.

The instruction materials, schedules, and courdewor these two
immersion programs were at the discretion of th&t lioiversities, but they
all centered around three main aspects — 1) academirses/ micro-
teaching sessions, 2) school visits, and 3) cultlgarning/ visits. The
preservice teachers had about five hours of ledtore each weekday with
the focus on the three aspects mentioned abovethane were no classes
during the weekends. By the time they went forithenersion program, it
was near the end of semester in the host univessigb the student teachers
had classes with all their PGDE classmates fromgH¢mng.

Academic courses/ micro-teaching sessions

In the immersion program, the preservice teacheesewntroduced to
different pedagogical ideas such as teaching metbgis and techniques,
classroom management skills, grammar and languagl/sis, etc. They
were also required to prepare for in-class micewiéng sessions on some
English grammar topics in groups of two with thBiGDE classmates. In
addition, the preservice teachers were requiredrii® a weekly reflective
essay (in the form of blogs) in English on topiekated to their pedagogical
understanding, English language, or cultural kndggedevelopment as part
of their coursework.

School visits

Three school visits to different local schools wareanged. The preservice
teachers could observe how lessons were conductéibse schools they
visited. The level of students, contents, or atiéigiin the lessons observed
varied among the preservice teachers, dependinghenlessons they

observed. They were also given some guidelineheraspects to focus on
before the lesson observation (e.g., sitting aearent, classroom

arrangement, etc).

Apart from the academic courses, micro-teachingises, and the school
visits, a course on culture and society and sonfieirall visits were also
arranged to introduce participants to the cultwadues, and life styles or
habits of people in the UK.
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Procedures

To help capture the possible impact of the immergioogram on their
professional identity development, a set of quesidires, which focused on
their language use patterns, teaching approachem@ons on professional
relationships and responsibilities, self-efficacyd eself-perceptions as EFL
teachers, perceptions of their experiences/gaingngluthe immersion
program, etc., were administered before and aftgr immersion.

The participants were also invited to semi-struedurindividual
interviews prior to and after their immersion pragrin mid-October 2010
and in late January 2011 respectively. Interviewesewconducted in the
language which the participants felt most comfdedb express their ideas
in (either their mother tongue Cantonese or EngliQuestions related to
their feelings, experiences and perceptions of tinemersion experiences,
their self-perceived gains in pedagogical knowleddeir perceptions of
NS/NNS teachers, and self-perceived changes in tE&ther identity after
the immersion. The participants were invited tdefate on and explain the
answers they gave in the questionnaires.

The duration of the first (entry/ pre-immersiondeirview lasted from 116
to 229 minutes, and the second (post-immersioyvigw from 98 to 282
minutes. The following are the details of the iatews:

Table 2.Length of Interviews in minutes

Pseudonym

© < < > Average

= c 2 ©

L = — U]
Interview 1 — Entry/ 229* 116 158 155 164.5
Pre-immersion
Interview 2 — Post- 282* 98 128 261* 192
immersion

Total: 1427

*The interview had to be conducted on two separays dathe same week due to the large
amount of information and feelings the participahared

All interviews were recorded and transcribed varbaihose conducted in
Cantonese were translated into English. The réfectarratives, personal
blogs, and facebook notes/ status of the partitgpamre analyzed. The data
gathered from the quantitative questionnaires veen@pared within each
participant, and then between participants. A campa of the answers
given before and after the immersion program helpedprovide an
indication of the impact of their experience.

The reflective narratives the participants wrotgad of the coursework
for the immersion program were also collected andlyzed. In addition,
they shared what they wrote in their personal hléaebook notes/ status as
part of the data for the present study. This fidéid a deeper understanding
of their personal and emotional feelings duringitheersion experience.
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Findings and analysis

The cases of the four participants — Ella, LisapaJiand Gary will be
discussed here together, with the focus on two nssines related to their
professional identity development: 1) the expectetithey had before the
immersion program; and 2) their gains in pedagdgicaerstanding from
the immersion program.

Participants’ expectations before the immersiorgpam

All the participants had never been to the UK oy &nglish-speaking
countries prior to the immersion, except for Tinaowad gone on short trips
with her family to Europe and the USA. This journegs a completely new
experience for all of them. It was the first tinteey had had a chance to
study and live abroad for six weeks.

In the pre-immersion interview, they were askedutlvehat expectations
they had for the immersion and they generally radpd that they would
like to improve their oral English, have more chesito use English, and see
how the language was actually used in an Engligialdpg environment. In
particular, they hoped to have their listening Iskiand oral English
proficiency improved so as to prepare themselvebedter EFL teachers.
Some of them also mentioned that they would likel&arn more about the
culture and living habits of people in the UK” d@t they could share their
experiences with their students in the future.

In terms of their expectations for their pedagogidanowledge
development, some of them thought that there weallyr nothing much to
look forward to in the immersion program”, excdps short trips to different
places in the UK they were planning to have witkitlPGDE classmates;
while for the others, they hoped “to see how Emgisd English literature
classes are conducted in the UK”, to learn moresablassroom language in
English, and “whatever the [immersion] program o#er”.

The data seem to suggest that the participantsagndid not expect to
gain much in terms of pedagogical understandinghattinot given a lot of
thought to their goals. They just believed thatitheersion program would
help them learn more about classroom language léowl them to see how
English and English literature are taught in the. Bicording to them, they
were “too busy with their coursework in the PGDBgram to worry or to
spend time to think a lot” about the immersion I tUK. The limited
information about the immersion program they werevigled with before
their departure, their self-perceived English pmieficy and identities as an
EFL teacher/ learner, their personalities (some melgome challenges and
have a higher tolerance for ambiguity), their laflpractical experiences in
studying or living abroad may also contribute teitHimited expectations
for possible gains from the immersion experience.

Pedagogical knowledge gains from the immersion amg

As previously mentioned, as part of their courséyvtite participants had to
write a weekly reflective journal about what thegdHearned or observed in
the immersion, with topics related to their langeiggedagogical knowledge
(e.g., teaching ideas, methods/methodologies,, aic.fultural knowledge.

These journal entries were written in the form lofgs so that the instructors
could give feedback and comments while they wereaab
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These narratives, together with the triangulation tloe interview
transcripts and survey questionnaire data, sergedtry important sources
of data for the present study. A review of the datmgested that an
awareness of new teaching ideas/concepts by presdeachers might not
necessarily lead to an identification with and agtion of those ideas in
their own teaching.

This section will begin with a discussion of whdtet participants
observed or were introduced to in their schooltyvigr the teaching
methodology course. It will then shift to their comnts and feelings about
these ideas, followed by a discussion of the factioat might contribute to
the adoption or rejection of the ideas they wergosgd to.

Participants’ perceptions of the teaching ideastepts introduced
in the immersion program

The limited space in this paper makes it impossibleover all elements
related to the pedagogical understanding developofethe participants —
for example, the micro-teachings sessions whichptrécipants considered
to be “a very valuable learning experience”. Indtghe focus will be on the
teaching methodologies course and the school \ts#tg had, i.e., the parts
where they were exposed to teaching concepts as igiethe UK context.

The participants were very familiar with local desom settings,
teaching styles and methodologies, and studentifegarstyles from their
experiences as students. They had clear ideas hbaué lesson should be
conducted, and what was expected from a lessondrstudent’s position in
the Hong Kong context. Such knowledge and undedstgnabout the
classroom in Hong Kong served as a lens througltiwthe participants
looked at and made sense of the teaching ideamrepts they were
introduced to during the immersion program in th&.Uhey did not
passively take in all the ideas they were taugtsteiad, they tried to make
sense of those ideas, considering what they pedeaosbe the practicability
and feasibility of those ideas in the Hong Kongteaty drawing on their
knowledge about the EFL classroom in Hong Kong.

Therefore, it is not surprising to see that while participants valued and
planned to adopt certain teaching skills or ideasheir classrooms in the
future, they also rejected some due to their corgcabout its applicability in
Hong Kong.

Teaching ideas/ skills valued by the participants

The data showed that the participants were mostasted in classroom
management skills (e.g., ways to raise studentsht@bn, arrange students’
seats, select students to answer questions, degelpgod teacher-student
relationship, etc.) in their own teaching. For amste, some participants were
amazed at how selecting students to answer questiortlass could be
“made fun” by tossing a doll to the students, dragtudent who got the doll
would have to answer the teacher’s question. Tipeseservice teachers
even went to buy the dolls together before theytwen their teaching
practicum about four months after their immersion.
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Teaching ideas/ skills rejected by the participants

Despite the adoption of some teaching ideas omtquks the participants
were exposed to in the immersion program, it wamdbthat they tended to
reject the teaching ideas/ methodologies that wevee related to students’
characteristics or learning styles, consideringc@eed differences in
students in Hong Kong and the UK.

When analyzing the data collected from the intergi@nd the reflective
journals the participants had to submit as patheir coursework, it was not
difficult to notice comments such as “l think ithig activity] is very
interesting.... However, students have to be verhligotivated and have
very good English. Otherwise, they will feel it tddficult and reluctant to
do this activity”, “the teacher used a very inténse approach to encourage
students to involve in the lesson... the situatiooospletely different from
that in Hong Kong. Hong Kong students are usuadlyyvshy to answer
questions and they take a very passive role imileg.

In addition to comments about local students’ lesymmotivation and
limited English proficiency, the participants alegpressed concerns about
the limited class time, the tight syllabus, the gbsl space and seat
arrangement in the classroom, as well as the paltegcipline problems or
even “the noise level” that might possibly brougkithaving activities in the
English lessons. In other words, they cited marstadies to implementing
many of the new ideas in local EFL classrooms.

Factors contributing to the rejection in the teaghdeas taught

Apart from the contextual constraints the partioigapointed out, another
possible reason for their rejection of the teachitegs they had been taught
in the immersion program in the UK was a mismatckheir preferred way
of learning and the teaching styles of their iniots there.

According to the participants, the content of thaching methods course
in the immersion program was meant to complememeioforce what was
covered in their PGDE program in Hong Kong. Focusedhe same range
of topics (e.g., the teaching of the four skills Emglish), the preservice
teachers were put in the place of students to perfo series of tasks or
activities in order to experience how certain skitbuld be learned. They
were also asked to discuss the strengths and wesdsef certain teaching
methods, as well as the characteristics of cetégiching techniques.

This way of learning how to teach, however, waswelicomed by all the
participants. In their eyes, they considered sutlaraangement to be “not
well-organized”, “lack of planning”, “a repetitioof what's been taught in
Hong Kong, just that it's more superficial and rbat in-depth”. Gary’'s
comments were representative of their dissatisfactvith the teaching
course in the immersion program:

Those teaching methods lessons in the UK were ngainized, the instructor
often couldn’t cover all that had been listed om landouts she gave us, and
she just asked us to read those handouts aftex. @ametimes in-class
activities we were asked to do take up a lot oktiand her teaching was not
clear and lacked a focus. In Hong Kong, our teaalmiid teach us
something about a certain type of teaching metficgtshefore letting us

have the group discussions (post-immersion intervigary).

All the participants expressed dissatisfaction withe teaching

methodology course, noting that the activities aedching methods
introduced in the course were not “applicable ¢éevant” to the Hong Kong
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context. Some of them even commented that, “ifaswot for the UK trip
and the home stay experience”, there was “no pdort'them to have the
immersion program in the UK; as they “could actyd#arn more about
teaching skills and methodologies in Hong Kong'aitimore in-depth” and
“organized” way, and the things taught will be “racapplicable for the
Hong Kong classrooms as the instructors in HongKknew the Hong
Kong context well”.

While it was possible that the teaching methodgsmin the immersion
program in the UK could have been “disorganizetkicked a clear focus”,
and “not recognizing the real situation in the Hétang context”, it is also
possible that the negative comments were relatedifterences in a gap
between the teaching styles they expected and iexped; such a
discrepancy may have acted as an affective fiterthat the participants
rejected the activities they were introduced tdhie teaching methodology
course before really considering the possibilinésapplying them in their
classrooms in Hong Kong.

Recognition of the values of teaching ideas/ mettiadght in the
immersion program at a later stage

The participants were interviewed again four mordfter the immersion
during their teaching practicum in local secondsehools in Hong Kong.
Interestingly, they reported that in their lessahsy had actually started to
use the “not useful” or “not applicable” teachimgas or activities they had
been taught in the teaching methodology courskeanmmersion program.

Some of the participants were assigned to teacBniglish classes in
which students’ English proficiencies were “verywlp some of them
“didn’t know any English” and others “could hardiynderstand simple
English”. These groups of students were very diffierfrom the ones they
observed in the UK in terms of their English prigiwcy, motivation and
discipline. However, when the participants “ran ofiideas about how to
teach”, those teaching ideas or methods they wemosed to in the
immersion program “popped up”. In their classesyttried out some with
their students and incorporated many activities/ thad learned in the
methodology course in the UK to raise student&redt in English, enhance
their learning motivation, and maintain the classnaiscipline.

According to them, though those ideas “couldn’t roally make them
[the students] understand all that was taught awdrvery one’s attention”,
they found that more students were interesteddratitivities, and for those
students who used to “rest their heads on theirsdion a nap” during
English lessons, “at least they would not fall eplef they were not
participating in those activities”. These teachidgas or activities taught in
the immersion program turned out to be “unexpegtaieful” in the
participants’ teaching practicum. Tina's commerigghlighted the possible
reason for its importance:

It is quite paradoxical in the way that on one hamel are told [by the
instructors in the PGDE program] to provide oudstuts with different
learning experiences, but not just exam-orientezsphowever, on the other
hand, | was trained to be very exam-oriented whead in school. My
learning experience was exam-oriented, and it'aladiut past-paper drilling
in my senior secondary school years.... If we angrovide our students
different learning experiences, which | myself didaceive any, that takes a
lot of creativity and time (an interview conductafter four months of the
immersion program, Tina).

193



CHAN, G.: The Professional Development of PreservicegPadtiate..., p. 185-196.

Conclusions

This paper examined the participants’ expectatiforsand pedagogical
knowledge gains from the six-week immersion prograrthe UK as these
are important elements in the construction of dgagional identity. It was
found that the participants generally did not hauet of expectations about
the development of their pedagogical understandatfer they expected for
improvement in their classroom language, and legrhow to teach English
literature (which was made a compulsory part in tlev syllabus for
secondary schools in Hong Kong).

Findings in the interviews conducted shortly attex completion of the
immersion program showed that the participantsrosghthe teaching ideas/
concepts they were exposed to in the UK as “iraat¢vin the Hong Kong
context. Despite the fact that the participantsewable to articulate the
potential benefits of certain teaching methods d@as in their reflective
journals, they seemed to deny the possibilitiegmilying those teaching
methods or ideas in their own classrooms. The nsaeey gave for their
rejection of those ideas were mainly because ottigal considerations
related to the perceived characteristics of Hongd<students.

It was found that knowledge or awareness of diffees between the
education system/classroom contexts in the UK amagHKong could serve
as both facilitating and hindering factors for gtedent teachers. On the one
hand, by seriously thinking about the compatibilapd practicality of
applying what they have observed in the UK classijothe participants
might learn new concepts about teaching methodsnattiodologies. On
the other hand, there was a risk of having the rdwas being quickly
rejected even before the student teachers havkt@riexperiment with them
due to their perceived differences in the Hong Konghe UK classroom
contexts. Therefore, discussions or debriefingisassafter the school visits
or the introduction of some teaching ideas in claesld help clarify their
concerns, and encourage them to seek for pos&bifitr the application of
the new ideas/ concepts in their classrooms itfiuttuee.

Generally, the participants considered the teachiethodology lessons
in the UK ineffective and “a waste of time”, andefarred their Hong
Kong’s instructor’s “more organized” way of teadhinr- i.e., have the
concepts introduced first before having other #@iv or discussions. An
awareness of possible differences in the learntyess of the preservice
teachers could help enhance the effectivenessinléarning how to teach,
and lower the affective filters the preservice manight possibly have due
to their dissatisfaction with the performance oé tinstructor in the UK,
thinking that the instructor was not treating th&ss seriously, and had not
prepared enough beforehand.

Interestingly, in an interview conducted four mantlafter their
immersion during their first formal classroom teach experience, the
participants’ perceptions about the teaching ideasthods they were
exposed to in the UK changed. Another interestimglifig was that the
student teachers reported that they had starteaséothe teaching ideas
taught or observed in the immersion program (whicby had rejected
immediately when they were first introduced) inithelassrooms in the
teaching practicum. This change in their attitutiegsards the pedagogical
ideas they were exposed to during the immersiogrpro underscored the
importance of encouraging deep reflection befonarind and after the
immersion experience.
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Limitations

Since this paper aimed to explore the impact ofitii@ersion program on
the professional identity development of the pgs#ints, the focus was on
their experiences during the six weeks of immergiothe UK; however, as
professional identity development is an on-going @ynamic process, it
should be expected that the impact of the immersxgerience might be
further revealed in the later stage of the PGDEym. For instance, as
discussed in the previous section, some of thacgesnhts who considered
what they observed in the immersion program inagple in the Hong
Kong context started to apply these notions inrtteaching practicum. In
this phase of their program, they engaged in italtéaching experience,
providing further evidence that much of teacherwedge “is learned in
context” and “expressed in practice” (Clandinin &r@elly, 2004).

Implications for further research

The findings point to the importance of adoptintpagitudinal qualitative
research design in the study of the professioreitity development of the
preservice teachers, as the formation of idenstyni itself “an ongoing
process of interpretation and re-interpretation eaperiences”, and the
student teachers also have an “active role” to pldis construction process
(Beijaard, Meijer & Verloop, 2004). As they contewuto grow
professionally, their perceptions and identitiesyrsaange over time and
space.

Due to the time constraints of the present stuuy professional identity
development of the participants in the one-yeal-tile PGDE program
was limited to the time when they were in sessideally it would be better
if the construction of their professional identitgpuld be traced from the
beginning of the teacher education program to itst fwo years of their
work as full time teachers.

Since the focus of the present study is on theegsibnal identity
formation of the participants, data related to wihaly have experienced in
their program and how they interpret and make sefighose experiences
was collected, i.e., the focus is on the perspestif the student teachers.
Further studies which aim to measure the impacteacher education
programs on the professional development of preseteachers, program
coordinators, course instructors, teaching pragticupervisors, as well as
parents or students could also be valuable soofdatormation.
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