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Abstract

In international schools in many countries of the world, England’s national
curriculum is the most common national curriculum taught. However, there
have been few research studies on the application of England’s national
curriculum in international school contexts. The research reported in this PhD
dissertation is a case study of the enactment of the subject of English in

England’s national curriculum by a British international primary school in Japan.

The theoretical framing of the study is focused on curriculum aims and
curriculum knowledge. The data collection methods were classroom
observations of lessons, interviews with the head teacher and class teachers,

and document analysis of teachers’ lesson plans.

Findings, as a result of the thematic qualitative data analysis, revealed that
teachers had their own aims for teaching, which often went beyond the
specifications of England’s national curriculum, and beyond the formal aims of
the English lessons represented in lesson planning. Teachers reported that
they aimed to develop children’s knowledge beyond the specialised
knowledge that formed the national curriculum subject. Children’s everyday
knowledge had an influence on teachers’ decision-making for the selection of

knowledge to be taught from England’s national curriculum.

Discrepancies between teachers’ perspectives expressed in the interviews
and the findings that emerged as a result of the observed lessons were
identified. The teachers’ perspectives with regard to the enactment of
England’s national curriculum in the school were mediated by two dominant
aspects: flexible use of England’s national curriculum, and the concept of a
culturally extended curriculum. All of the key areas stated in England’s national
curriculum were taught, and very little content related to the Japanese context

was found.

The thesis concludes with reflections about the applicability of England’s

national curriculum in an international context, and how knowledge selection
2



might in future be enacted. These findings contribute to scholarship on
curriculum aims and curriculum knowledge in the field of curriculum studies.
The research reported in this thesis is the first research to study in depth the
enactment of the subjects of English and literacy in England’s national

curriculum in an international school in Japan.
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Chapter 1: Introduction

1.1 British International Schools around the World

There are over 3,200 British international schools, representing 47% of
all English-medium international schools around the world
(Independent Schools Council, 2015; 2016). Since the number of pupils
and students who are studying at English-medium international schools
has reached 4,000,000 (International School Search, 2015), these
British international schools have offered education to 1,900,000 pupils
and students around the world. Although education in British
international schools is not the main national education system in these
local countries, the number of pupils and students who are learning in

these British international schools is significant.

British international schools are not run by local governments or the
British government, therefore many are independent, private, and fee-
paid schools. Private organisations have played a major part in
supporting and assuring the standard of British international schools
through their membership screening systems. One of the most globally
recognised organisations for is the Council of British International
School (COBIS), whose headquarters is in London, England. The
COBIS have accredited only 288 schools in 80 countries as of
December 2017 (COBIS, 2017), and they set rigid criteria for their

membership screening.

The COBIS stated that they have conducted criminal record checks on
all teachers who were recruited from the UK during the process of
screening for their membership (international school search.com,
2015). Along with the world-wide organisation for British international
schools, there are also regional organisations. The British Schools in
the Middle East (BSME); the Latin American Heads Conference
(LAHC); the Federation of British International schools in Asia

13



(FOBISIA); and the National Association of British Schools in Spain
(NABSS) have all supported British international schools in their
areas.Regarding the locations of British international schools around
the world, almost half of the COBIS member schools are located in
Europe, and one quarter in Africa, followed by the Middle East, Asia,
and the Americas (Independent Schools Council, 2015). The
background to the establishment of British international schools around
the world can vary; however, there appears to be several common
reasons for why they are needed. Many of these schools were formed
in response to British families who preferred British style education in
the countries they were living in. These families, who are living abroad
mainly because of their occupations, are often called ‘internationally
mobile families’, and they are considered to be contributing to

globalisation of education (Ann-McLachlan, 2005).

In addition to the internationally mobile families, there is a growing
number of local parents who choose British international schools for
their children with a view to educating them in English-speaking
universities. In fact, the majority of students who leave British
international schools continue to higher education in the UK, the USA or
Canada (Independent Schools Council, 2015). However, although there
is a trend that local parents choose British international schools in order
for their children to transit to universities in English-speaking countries,
the most common phase that is taught in these schools is the primary
phase. Among the COBIS member schools, 91% have the primary
phase whereas 61% have the sixth form phase, and the most common
age taughtis 11 years old (op cit., 2015). Primary education, particularly
Key Stage 2, has been the most focused age range in British

international schools around the world.

In order to maintain the standards of British international schools, the
British government put in place a voluntary inspection scheme in 2014,
the ‘British schools overseas inspection scheme’ (BSO). The

government stated that one of the aims of the inspection scheme is to
14



inform parents of how the standards in these British international
schools measure up against the standards that apply to independent
schools in England (DfE, 2014). Seven inspectorates have been
approved by the government including the Independent Schools
Inspectorate (ISI) and Cambridge Education, and these inspectorates
are monitored by the Office for Standards in Education (Ofsted). The
government published a report, British Schools Overseas: Standards
for Schools (DfE, 2014), which outlined the standards that British
international schools outside the UK should meet, and the inspections
have been conducted based on the standards stated in the report.
Some of the inspection reports regarding British international schools
have been made available to the public; however, detailed information
about the enactment of England’s national curriculum or the teaching
of a particular subject in classrooms in British international schools still

remains unavailable.

The present study explored the teachers’ ‘enactment’ of England’s
national curriculum’ in a British international school. The meaning of the
word ‘enact’ was defined as “to work in or upon; to actuate, influence”
(OED [online]). The enactment of England’s national curriculum can
also imply the ways of practising England’s national curriculum in the
school. In the present study, the wording ‘the enactment of England’s
national curriculum’ was used instead of ‘the implementation of
England’s national curriculum’ in order to focus on the practice and the
application of England’s national curriculum by the teachers in the

school.
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1.2 Implementation of Curriculain British International Schools

There are over 9,000 international schools around the world that teach
curricula which are different from local national curricula. Among these
international schools as a whole, 32% adopt England’s national
curriculum, followed by the International Baccalaureate (IB) (26%) and
the US national curriculum (19%) (World Education News & Reviews,
2014). The International Primary Curriculum (IPC) has been taught in
only 4% of international schools as a whole (op cit., 2014). England’s
national curriculum has been the most common English-language
curriculum to be adopted amongst all types of international schools,
which means that it is the most common curriculum that has been
practised in different contexts around the world. Despite this, the
application of England’s national curriculum in the international context

has not been fully explored and it is a relatively new area of research.

British international schools around the world call themselves, ‘British
school’, ‘British international school’, or merely ‘international school’
depending on the curriculum they teach or the nationalities of students
in their schools. Almost all of the COBIS member schools follow
England’s national curriculum (98%) (Independent Schools Council,
2015). Some British international schools teach local national curricula
along with England’s national curriculum; however, only 21% of the
member schools teach local national curricula. The most common
international curriculum adopted along with England’s national
curriculum is the IPC, which is taught in 14% of COBIS member

schools.

One of the reasons for this large number of adaptations of the IPC
against other globally recognised international curricula such as the IB
would be the support for schools in relation to the learning outcomes of
England’s national curriculum. Many British international schools that
teach the IPC also teach England’s national curriculum, and many of

these schools implement England’s national curriculum assessments
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such as SATs, GCSE, A-level or AS-level. Therefore, the British
international schools that adopt the IPC still need to achieve the
learning outcomes of England’s national curriculum. Fieldwork
Education, which provides the IPC, is fully aware of the changes in
England’s national curriculum and have been supporting the schools
that teach the IPC in terms of the implementation of England’s national
curriculum assessments. This close attention to England’s national
curriculum and the changes to the national curricula appears to make
the IPC the most common international curriculum adopted in British

international schools around the world.

Since many of the British international schools outside the UK are
private and also independent, it is not necessary for them to implement
a new national curriculum as state schools in England do. The most
recent change to England’s national curriculum for primary education
was the introduction of a new national curriculum, which was published
and started to be partly taught in state schools in 2013. Although
changes were made to the National Curriculum in 2008, these changes
were relevant only to Key Stages 3 and 4. Therefore, the national
curriculum that was being taught in British international schools when
the present research was conducted was published in 1999 and started
to be taught in 2000.

The most recent version of the Primary National Strategy, which was
published in 2006, played an important role in interpreting England’s
national curriculum in order to enact the curriculum in British
international schools. Although the Primary National Strategy is a non-
statutory pedagogical document, it has been essential for teachers to
plan their lessons in terms of practical support as one of its aims states,
“support for teachers through developing materials and resources”
(Primary National Strategy, 2006, p.2). Thus, British international
schools that follow England’s national curriculum outside the UK use

the same documents that were designed for state schools in England.

With regard to subjects taught in British international schools, English,
Mathematics and Geography are the top three subjects taught in

17



excess of 90% of the COBIS member schools (Independent Schools
Council, 2015). In National curriculum in England: framework for key
stages 1 to 4 (DfE, 2014), however, English, Mathematics and Science
are classified as ‘core subjects’, and Geography is categorised as one
of the ‘other foundation subjects’. One of the reasons for this emphasis
on teaching Geography in British international schools would be that the
schools are aware of the importance of learning local contexts, and the
schools try to incorporate local contexts into teaching in classrooms or
schools' events. Also, some COBIS member schools teach well-being
as a subject. Although this does not appear as a subject in statutory
teaching in England’s national curriculum, teaching and learning well-
being in schools has had attention in relation to the aims in the
curriculum (Reiss and White, 2013; FitzPatrick et al., 2014).

In addition to subjects taught in British international schools around the
world, one of the outstanding features of teaching would be the
significance of the teaching of English to children for whom English is
not their first language. Among the children who learn in COBIS
member schools, 58% are English as Additional Language (EAL)
students, and nearly 90% of the schools offer EAL language support for
those children in schools (Independent Schools Council, 2015). This
large number of EAL children in British international schools appeared
to match the trend of local parents’ school choice, and as a result of the
growing number of EAL children, British international schools have a
variety of nationalities or linguistic backgrounds of children in their
schools.

Thus, among British international schools around the world, the most
common curriculum taught has been England’s national curriculum and
the primary phase is the most common. With regard to subjects, English
and Mathematics have been the most emphasised subjects; especially,
the teaching of English has become critical because of the growing
number of children who have different language backgrounds.
Nevertheless, the application of England’s national curriculum for the

subject English in a British international school at primary level in an
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international context has never been researched before.

[Blank space]
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1.3 International Schools in Japan

Although there is no legal definition for international schools in Japan, the
Central Council for Education of the Japanese Ministry of Education, Culture,
Sports, Science and Technology (MEXT) regards international schools as
‘educational institutes that provide lessons mainly in English language to
foreign national pupils”! (MEXT, n.d.). In Japan, international schools are
considered part of ‘foreign schools’, which include Chinese, Korean, Brazilian
and Indian schools. These schools are categorised as ‘miscellaneous schools’,
which are not legitimate schools under the Japanese School Education Law.
These foreign schools are approved by prefectural governors, and there are
127 approved foreign schools in Japan, of which 32 are English-medium
international schools (MEXT, 20122).

These English-medium international schools do not need to follow the Courses
of Study, or the national curriculum of Japan, and the selection of curriculum
is left to the discretion of each international school. However, among the
approved international schools, the most common curriculum taught is that of
the International Baccalaureate Diploma Programme (IBDP), which is adopted
by 26 English-medium international schools in Japan (International
Baccalaureate Organization, 2016). This suggests that the tendency of
curriculum choice among international schools in Japan is different from that
of international schools around the world, where the most common curriculum
taught is England’s national curriculum. These international schools that teach
curricula that is different from Japan’s national curriculum have had an issue
in relation to school transfer from international schools to state schools in

Japan.

Children who are educated in international primary or secondary schools
cannot transfer or continue to the next phase of education in state schools in
Japan because being educated in international primary or secondary schools
is not regarded as having completed compulsory education in the Japanese

1 Translated by the researcher
2 The data is the latest as of December 2017
20



education system. However, a number of private schools accept children who
wish to transfer from international schools. Until the year 2000, students who
graduated from international schools were not qualified to continue to higher
education in universities in Japan. In 2002, qualifications of candidacy of the
University Entrance Qualification Examination were extended to students who
graduated from international schools. However, this examination was for those
who did not complete education in high schools in the Japanese education
system; therefore, many of the students who went to international schools in

Japan continued to higher education in English-speaking countries.

At present, due to the mitigation by the Japanese government, students who
are graduated from international schools that are recognised by the three
international organisations: Western Association of Schools and Colleges
(WASC), Council of International Schools (CIS), and Association of Christian
Schools International (ACSI), are qualified to continue to study at universities
in Japan without taking the University Entrance Qualification Exam. However,
many of the international school graduates still choose universities in English-
speaking countries against universities in Japan. Thus, school transfer is one

of the major issues in relation to international schools in Japan.
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1.4 British International Schools in Japan

There was a common reason for the background to the establishment of the
British international schools around the world, and in Japan they were also
formed in response to British parents who were in need of British style
education in Japan. One of the British international schools in Japan states
their aim as offering a broad and balanced skill based curriculum, which has
its foundations in England’s National Curriculum (Lionel British School (LBS)
[pseudonym], 2012). Another British international school in Japan says their
aim is to develop children’s character such as social, emotional, and physical
aspects as well as their academic achievement, “there is an emphasis on the
development of the whole child ... our Christian ethos guides us towards a
particular focus on the values of integrity, compassion, responsibility, respect,
tolerance, honesty and endeavour” (St Paul's International School

[pseudonym], 2016).

Although there are networking events for the COBIS member schools around
the world such as annual conferences, there are no particular associated
activities or events between the British international schools in Japan. Apart
from the COBIS, the British international Schools in Japan can be associated
with the Japan Council of International Schools (JCIS), the CIS, the
Independent Schools Association (ISA), and the WASC. Inspections on the
British international schools in Japan have been carried out by these
organisations. One of the British international schools in Japan was inspected
by the CIS and by the WASC and the inspection reports were published,
whereas another British international school in Japan was inspected based on
the British government’s British Schools Overseas (BSO) scheme. The
Independent Schools Inspectorate (ISI) inspected the school, and the
inspection reports were also published. Therefore, the level of practice of the
British government’s policy between British international schools in Japan is
different from school to school.
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The level of the practice of the British government’s policy can also be seen in
the implementation of the school curriculum in British international schools in
Japan. One of the schools offers education from the nursery to the sixth-form
adopting only England’s national curriculum, whereas the IPC has been
adopted along with England’s national curriculum in another British
international school in Japan. With regard to the subjects taught in the British
international schools in Japan, one teaches all of the compulsory subjects
following the National curriculum in England: Key stages 1 and 2 framework
document (DfE, 2013); however, the allocation time for science on the
timetable is far less than the other two core subjects, English and Mathematics.
Another school regards only English and Mathematics as core subjects and
teaches all of the other compulsory subjects stated in England’s national

curriculum except Religious Education (R.E.).

English and Mathematics are also regarded as the most emphasised subjects
in British international schools in Japan. Between the two subjects, the
teaching of English is becoming highly important in British international
schools in Japan as well as those around the world because of the growing
number of children who have different language backgrounds. English is the
common language in these English-medium British international schools, and
being able to communicate with people of other cultures is one of the
fundamental aims of international education (Hill, 2000). Despite the
significance of teaching English in British international schools in Japan,
information about the teaching of English in the schools that follow England’s
national curriculum is still not extensive enough to picture, and British
international schools in Japan have never been researched in relation to the

enactment of England’s national curriculum in a different context before.
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1.5 The Focus of the Present Study

Given the issues raised above, the present study explored the enactment of
England’s national curriculum, for the subject of English, in a British
international primary school in Japan. The present study particularly focused
on curriculum aims and curriculum knowledge. There has been a debate in
relation to curriculum aims and curriculum knowledge, which has been
developed based on the claim made by Michael Young (2007). Young’s claim
was that acquiring the knowledge with theoretical concepts associated with
different subjects should be the aim for schooling (Young, 2007; 2012). One
of the major critiques of this claim was that the rationale was not sufficient for
the reason that acquiring knowledge should be the ultimate aim forschooling,
and that the aim of schooling ought to be the development of the children’s

character as well as acquiring knowledge (White, 2012).

In fact, Young’s claim of the concept of knowledge was based on discussions
in relation to the curriculum in secondary school and in further education. The
title of Young’s own article clearly stated that the focus of his discussion was
between the ages 14 and 19 (Young, 2011). Young also referred to “specialist
subject teachers in schools” (Young, 2012) when discussing the concept of
knowledge in the -curriculum, which suggested secondary and higher
education phases. The curriculum aims and curriculum knowledge cannot be
the same when teaching five year old pupils at primary schools and nineteen
year old students at university. Therefore, the focus of the present study is to
explore the trustworthiness of the claim made by Young at primary school

phase.

Not only the phases of education but also the context of schooling needs to be
considered when discussing curriculum aims and curriculum knowledge.
Johnson (2007) discussed that knowledge is socially organised in society,
therefore some knowledge has higher status, and this would affect what
should be taught in schools. Lingard (2012) also argued the ‘selective tradition’
of the knowledge in the curriculum, saying that from all that could be taught,

24



selective decisions are taken about what to include at what stages and for
whom. Thus, exploring how the teachers select knowledge from England’s
national curriculum when it is taught in an international context would be able

to contribute to the discussions in the field of curriculum studies.

Thus, the following main research question and three subsidiary research

questions were formulated:

Main question

How do the teachers enact England’s national curriculum for English in a

British international primary school in Japan?

Subsidiary questions

In what ways do teachers’ aims for English lessons relate to the aims in the

national curriculum?

In what ways is knowledge enacted in English lessons through the process
of teaching?

How do teachers select the elements from England’s national curriculum for

English lessons?

In order to address the research questions, a single case study with a British
international school in Japan based on document analysis, interviews with
teachers and lesson observations was conducted. The theoretical framework
that informed the present study in relation to curriculum aims and curriculum
knowledge and related research studies will be discussed further in the next

literature review chapter.
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Chapter 2: Literature Review

2.1 Introduction

This chapter discusses how the present study is located in curriculum theory
and the related empirical research studies. After briefly introducing the
literature search strategies that were adopted for the literature review, the
issues of education policy-making in line with the concept of policy sociology
will be discussed. The essential conceptions in international education along
with the terminology that can often cause confusion in the context of
international education will then be discussed. This is followed by the
introduction of the particular type of international school that the present study
looks at. The existing definitions of the curriculum will then be considered in
order to define the concept of the curriculum for the present study. The issues
in relation to England’s national curriculum that include the fundamental
purpose of a national curriculum will also be discussed with reference to its brief
history. The main line of argument in the literature review is related to aims
and knowledge in the curriculum, and in particular the potential incoherence
between the contents of the curriculum and the aims of education. This line of
argument is explored by drawing on relevant curriculum theories and research

studies.

[Blank space]
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2.2 Approach to Searching and Reviewing the Literature

Literature was screened by inclusion and exclusion criteria. According to the
Evidence for Policy and Practice Information and Co-ordinating Centre (EPPI)
(2007), explicit inclusion and exclusion criteria specify which literature is to be
included in the review (p.4). Adopting inclusion and exclusion criteria also
enabled the researcher to establish the logical justification for the selection of

the literature for the present study.

It was necessary for the researcher to set inclusion and exclusion criteriawith
the following elements: which language or languages to search; what is the
timeframe, i.e. how far back the researcher needs to search; and what subject
areas might be relevant to search when conducting a literature review (Hart,
1998, p.32). English was the main language used to search and at an earlier
stage of the literature review, the timeframe was limited from 1988 to the
present because the England’s national curriculum was introduced in England
in 1988.

As the literature search proceeded, it was noticed that there were a number of
significant publications in curriculum theory and the literature that was useful
to form theoretical frameworks for the present study prior to the year of 1988;
therefore the timeframe was modified as ‘work published to the present'.
Unpublished literature was also included if they were in the form of conference
papers or doctoral theses. Regarding the subject areas, the topics such as the
curriculum; subject English at primary level; and international schools were

selected.

In the actual process of the literature search, the following search engines of
information were used: UCL IOE Library Catalogue; British Educational Index
(BEI); University College London (UCL) Institute of Education (IOE)
Repository; Education Recourses Information Centre (ERIC); London
University Online Library; Web of Science; System for Information on Grey
Literature (SIGLE); Citation Information by National Institute of Informatics
(CiNii); UK E-Theses Online Service (EThOS); and Google Scholar.
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The following were used for the keyword search: ‘national curriculum’,
‘pedagogy’, ‘primary schools’, ‘primary strategy’, ‘literacy’, ‘aims’ of education’,
‘knowledge in the curriculum’, ‘English education’, ‘English teaching’,
‘international schools’, ‘international curriculum’, ‘international education’,
‘British schools’, ‘Japan’. While reviewing the literature, a visual tool called
‘concept mapping’ (Maxwell, 2005, p.47) was often used in order to identify

significant works, debates, and their relationships to each other.

Thus, the literature review was conducted based on the inclusion and
exclusion criteria. The ways of organising the ideas or debates using circles
and arrows had been used before the strategy had its name. Although the
search engines, databases or software enabled researchers to deal with an
enormous amount of literature in a very short time, the idea of reviewing
literature - that is weighing the literature and reading their arguments critically
in order to identify the issues to be addressed in a thesis - would remain the

same regardless of technology.

[Blank space]
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2.3 Policy Sociology and the Curriculum

When discussing a national curriculum, it is necessary to explore the education
policy of the nation state because the national curriculum reflects the
educational policies of the government. Policy sociology is an approach to
analysing education policy with a view to providing solutions to social problems,
which has been recognised since the 1980s. The concept of policy sociology
was first introduced by Payne et al. (1981) with the discussions in relation to

the state of British sociology and policy research.

Research studies on education policy had been conducted in the 1960s and
1970s prior to the emergence of the concept of policy sociology with growing
attention to critical policy analysis. However these research studies for
education policy mainly adopted quantitative methods such as statistics or
surveys for their analyses, and there was a demand for research studies

through detailed accounts of social problems by utilising qualitative methods.

Policy sociology was first introduced with the term ‘qualitative’ by Ozga (1987)
as “[policy sociology was] rooted in the social science tradition, historically
informed and drawing on qualitative and illuminative techniques” (p.144),
which has been regarded as a rationale for policy sociology to be considered
as qualitative methodology. However, this introduction by Ozga received
criticism in terms of the lack of practicality as methodology for research studies

in the discipline of sociology.

In the discipline of sociology, even though there have been different schools,
they often share the common fundamental purpose. Whitty (1985)
distinguished the sociological study of education policy at Oxford, which was
led by A. H. Halsey and John Goldthorpe, from those at UCL IOE, which was
led by Michael Young, calling them the ‘old’ and the ‘new’ sociology of
education respectively. Young (1971) made a change to the direction of the
sociological study of education by exploring for the first time the teacher’s role
in inequality of opportunity in education. However, both the ‘old’ and the ‘new’
sociological study of education policy considered social problems in education
such as inequality of opportunity, which is often caused by economic

differences between social classes, and sought to provide solutions in order
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to reduce economically disadvantaged children in education.

Policy sociology also shared the fundamental purpose of the discipline of
sociology. Whitty (2002) articulated that the tradition of policy sociology lay in
the discussions developed by Karl Mannheim. Whitty argued that the
guestions and sociological concepts that Mannheim left to the discipline of
sociology would help make sense of education policy, particularly the changes
in education policy for the school curriculum over the decades, and that
education policy should not be considered in isolation because policy

sociology was the sociological study of education policy.

This focus of the sociological study of education policy however is to seekthe
solutions to the inequality of opportunity in education that are caused by
different economic circumstances. Therefore the sociological study of
education policies may not be sufficient to provide solutions to social problems
that are often identified in the context of international education because, in
the international context, the differences among children include different
mixes of language backgrounds, the cultures of their home countries and

economic differences between social classes.

The theoretical conceptions of policy sociology were explored through the
analyses of the process of education policy-making. Bowe, Ball and Gold
(1992) developed the theoretical framework of policy sociology by
differentiating the processes of education policy-making between decision-
making, creation, and its implementation. However, these three contexts of
education policy-making suggested only two institutions where educational
policies were produced and practised: government and school. Despite the
fact that the fundamental purpose of the discipline of sociology was to seek
solutions to social problems, this theoretical framework did not include the
context of social communities outside the school such as home. The context
of social communities outside the school ought not to be underestimated
because educational policies would influence children’s lives outside the

school as well as their lives in the school.
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The theoretical framework of policy sociology was extended further by Ball
(1994a) by adding two more contexts to the original framework: the context of
outcomes; and the context of political strategy. Yeatsman (1998) argued the
importance of these additional contexts of evaluation and monitoring to the
process of education policy-making by saying that education policy-making
process is the dynamics of increased complexity and uncertainty in the society
.. it is necessary for policy makers to adapt to ongoing change, complexity
and uncertainty through the policy-making cycle (p.31). Bowe et al. (1992) also
pointed out the relationships between education policy-making and the
complexity of the society, saying that the artificial separation from generation
of the process for education policy-making resulted in over-simplified models
of education policy-making processes (p.14).

The research studies in relation to policy sociology however tended to focus
on the context of decision-making and on the context of creation at the
government level rather than exploring the relationships between the process
of education policy-making and society. Ball (1990) elaborated the concept of
policy sociology by discussing the role of power in the process of education
policy-making. Ball argued that there were particular moments of decision-
making that had an influence on the process of education policy-making. Ball’s
argument suggested that analysing education policy could mean the
inseparable relationships between politics, government and state departments

in the process of education policy-making.

The role of power appeared to be the central issue of the process of education
policy-making in the contexts of government and state departments.
McPherson and Raab (1988) analysed the relationships between the key
policy makers for the major British education policies, including curriculum
changes in Scotland, and introduced the concept of ‘policy community’. They
used the term ‘policy community’ to refer to a group in the central government
who were involved in education policy-making. They defined the policy
community as “a set of persons and groups which stretches across the divide
between government and outside interests, and which is directly involved in

the making and implementation of policy” (p.472), and highlighted that the
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people in the policy community were a handful of elites in the central

government.

In order to analyse the relationships between the policy makers within the
policy community, McPherson and Raab conducted twenty five interviews with
the elite policy makers from the policy community in the central government.
As a result, the themes such as curriculum changes, influence of inspectorates,
and central financing of education emerged through analysing the detailed
accounts of the process of education policy-making. Their claim was that
decision-making by the policy community was manipulated by the central
government and that education policies were a product of the exercise of
power. They also identified that there was a power struggle between the central
government and the inspectorate, which weakened the independence of the
inspectorate from political control. They emphasised that education policy-
making by the policy community sustained inequities between groups,
including social classes, suggesting that this reflected the inseparability

between education and politics.

This power struggle within the policy community was called a ‘tension system’
by Lawton (1986). Lawton conducted policy sociology research aiming to
reveal which groups of people were involved in education policy-making at the
then Department for Education and Science (DES) in England and identified
the following: politicians; public officials (e.g. bureaucrats); and professional
educators. He argued that the decision-making in the process of education
policy-making was compromise and negotiation within the policy community
rather than the result of consensus of groups. These policy sociology research
studies focusing on the relationships within the policy community would be
categorised as ‘elite studies’ in the types of policy sociology research, which
was developed by Maguire and Ball (1994). They analysed policy sociology
research studies in the UK and categorised them into three groups: elite
studies; trajectory studies; and implementation studies, where elite studies
explored the process of decision-making for education policies and trajectory
studies and implementation studies considered the practice of education

policies.
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As an example of trajectory and implementation studies, Alexander (1997)
illustrated a local educational reform implemented by the Local Education
Authority (LEA) in Leeds, England in the late 1980s, which was aimed at
improving teaching and learning in the city of Leeds. He focused on six themes
including children’s needs, the curriculum, and teaching strategies of the
educational reform, and discussed education policy and politics both at local
and national level based on detailed accounts with a view to developing the
concept of ‘good primary practice’. Although he highlighted the importance of
the links between education policy and politics, he argued that the national
curriculum for England has failed to solve problems faced by local education
authorities providing a broad, balanced, and relevant curriculum (p.212). He
also claimed that governments and state departments were not ideal policy
makers for education policy. In fact, he quoted the statement by the then
Education Secretary Kenneth Clarke in 1991, “questions about how to teach
are not for government to determine” (Alexander 1992; 1994), more than once

in his works.

Issues such as the efficiency of governments and state departments as policy-
makers for education policy and the purpose of policy sociology that were
discussed at local and national level have also been discussed in the context
of globalisation. However, regarding the concept of globalisation, Rizvi and
Lingard (2000) pointed out that western interests were often transmitted
through globalising and tended to lead to uneven benefits that could create
greater social stratification. They also argued that the interpretation of the
concept of globalisation should be reconsidered and reinterpreted in relation
to local level initiatives. Therefore, the term ‘the global level’ is used to refer to
the context of globalisation. Rizvi and Lingard (2010) highlighted the
inefficiency of state departments in governments as policy makers for
education policy at the global level, arguing that they have caused it to become
less flexible and advocating more concern to propagandise the imperial values
of competition and economic efficiency. They claimed that economic, social
and political changes were the central elements that affected education policy-
making by governments or state departments. They also recognised that
prioritising the economic growth through raising the standard of education
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would result in widening inequality of opportunity in education because
education policy that considered economic growth as its main purpose ignored

the complexity of cultural and social values.

Although all of the types of policy sociology research discussed above
revealed that there were issues in relation to education policy-making by the
policy community in state departments of governments at local, national and
global level, there has been little practical discussion with regard to the
replacement of the role as policy makers for education policy other than state
departments in governments. Therefore, it was time to develop the concept of
alternative policy makers that could replace state departments or
governmental institutions for education policy-making and to start working for
its actualisation. This issue of the delay in practical discussions can stem from
the tendency of the tradition of sociology, which often considers the theories
developed by other academic sociologists. Burawoy (2005) pointed out that
the tradition of sociology tended to consider the theories developed by other
academic sociologists and claimed that sociology should shift to purpose-
focused ‘public sociology’. He suggested that the boundaries of sociology
ought to be expanded to the wider audience such as non-academics so that

sociology would be able to consider cross-disciplined issues.

Sociological studies of education have been recognised as multi-disciplinary
type of sociology as Ball (2004) suggested that there was no clear distinction
between who is a sociologist of education and who is not (p.1). Policy
sociology should also remain a cross-disciplined type of sociology because of
the nature of education policy. Education policy usually encourages support
for children’s happiness and well-being that should lead to humans flourishing;
therefore, arguably education policy should apply to every single child in any
context regardless of the discipline of subject. Lingard (2013) made the point
that changes in educational policies are of particular interest to policy
sociologists, whereas the main focus of curriculum studies is curriculum,
pedagogy and assessment. However, as Lingard stated, the enacted
curriculum has become a central policy plank in broader economic and social
policies in the UK, therefore, exploring the enactment of England’s national

curriculum in an international context may shed light on education policy-
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making at the global level.

So far the development and the issues of policy sociology have been
discussed. The sociologically inspired purpose of policy sociology that was to
seek solutions to social problems, such as inequality of opportunity in
education, was not fulfilled by governments and state departments as policy
makers for education policy. The central issue in relation to the failure of
education policy-making by governments was power struggle within the policy
community in the process of education policy-making, and there have been

little practical discussions and solutions to solve the problems.

The issues of policy sociology discussed above were situated in a Western
context. In an Eastern context however, there have been a course of proposals
and practices in the society in order to contribute to education policy-making,
taking into account the issues raised above. lkeda 3 (1969) proposed that
education ought to be independent as state power along with legislation,
justice, and administrative authority. This proposal has been analysed from
several perspectives, for example, past debates around independence of
education as state power, comparison of educational power in different
countries, the possibilities of independence of education as state power at
local, national and international level. Osaki (2014) compiled these analyses
and developed the theoretical conceptions for actualising independence of
education as state power. These ground-breaking structural reforms would not
only provide solutions to the issues such as power struggle within the policy
community in relation to education policy-making, but also create the society

that values education most highly.

Regarding state departments or governmental institutions as policy makers for
education policy, lkeda (1974) criticised education reforms led by the politics-
influenced government in Japan, and he argued that education policy-making
more focussed on human-beings was crucial. Ikeda (1984) continued to discuss

the necessity of education reform that focused on human-beings in order for

3 Citations from lkeda’s works in this section were translated by the researcher.
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children to develop their totality, creativity, and internationality. He introduced
the concept of totality in education based on the significance of links between
all things, and suggested a shift from individuality of knowledge to totality of
wisdom. He highlighted the links between children’s experience and the
society, saying that realising children’s own actions were helpful and served to
the society would build confidence in children, and this would become a solid

foundation for the growth of mind and heart of the children (p. 8)*.

He also emphasised the importance of developing creativity in children, which,
he pointed out, often remained a personal domain, hence children were not
given opportunities to fully flourish as part of state education. lkeda argued
that creativity begins to spring as if a fountain when the learner and the teacher
inspire each other based on unconditional trust. It is a strict but warm training
process of inspiration between the soul of the teacher and the soul of the
student. (p.9) °. He discussed internationality from a Japanese national’s
perspective, saying that internationality in Japan has been either exclusivism
or foreign supremacy, and that Japan ought to aim to be a culture-oriented
country, not economy-oriented or military-oriented. He highlighted that being
a good Japanese citizen would not be contradicted by being a good global
citizen (p.9)®. lkeda also suggested the necessity of the shift from ‘education
for the society’ to ‘the society for education’, arguing that education in terms of
cultivating a person was the mission that the whole society should be

responsible for, not only schools (p.9)’.

4 Citation to the original, ‘B & DT BINHLOBICT > TWB L ERT BBERIE. FELEOBELLY. DOKE
DENMGHELELE T THYEL LS
5 Citation to the original, “I Al | B R LD LIEIZ, ABEABOITSEWNHENSTHYET, EEOEEBRICZISN

I, HBRFEL HAREENVREROTSENHEAOBEFE 2EBELTIZ, BIENEREVIEOEF ROZECEIHL
WBNETHYES”

6 Citation to the original, ‘T BEBAA] THAZLE BEERA] THEILL. RLTFEET. BLA, 4 HHE->TEED]
ABRYEY (HRTER) Y530 THYES”

7 Citation to the original, ‘I AZB T3] EWIBHTOKE [F. FEFRIISLITH #HASATIEINEFEHTHY

EX N
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Ikeda’s proposals were underpinned by the concept of humanistic education
that aimed to cultivate children’s intrinsic nature. He emphasised that it was

critical to increase the opportunities to read classics and significant literature

to cultivate children’s and the youth’s character (Ikeda, 2001). This relationship
between reading significant literature and the development of children’s
character cannot be overemphasised, because through reading stories, the
reader could travel to a particular setting in the past and experience different

lives; as a result, the reader’s imagination would be cultivated.

These proposals made by Ikeda have started to be acted upon as well as being
discussed as conceptual frameworks. In June 2016, the first World Summit of
Educators was held in June 2016 at Soka University of America, in the USA,
which was chaired by former United Nations Under-Secretary- General,
Anwarul Chowdhury. The summit had delegates from thirty-two countries,
including an honorary founder of the International Peace Education Centre,
Betty Reardon, and the president of International Association of Universities,
Dzulkifli Razak. This summit was conceptualised in the education proposal and
in the presentation made by Ikeda (1974; 1996), where he suggested that
there should be a worldwide conference of educators instead of the G8
Education Summit that was led by governments. Towards the end of the

summit, the Declaration of the World Summit of Educators was adopted.

In summary, the sociological studies of education policy that have used policy
sociology methodology have revealed that governments and state
departments may not be ideal policy makers of education policy at local,
national and global levels because of the power struggle within the policy
community. It is necessary to continue the discussion for a ground-breaking
reform for education policy-making such as the education proposals made by
Ikeda and the recent practices based on his proposals in order to address the

issues in education policy-making and to create the society for education.
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2.4 International Education and the Curriculum

The previous section addressed international influences that go beyond the
limits of education policy-making by single governments, or single state,
departments. When considering international cooperation, it is necessary to
understand the curriculum in the context of international education. There have
been three main areas of attention in academic study of the curriculum in
international education: a) the concept of ‘international’; b) international
curricula; and c) international schools. One of the widely accepted concepts of
‘international’ education is as global education through the integration, into
national systems of education, of ideas that go beyond national boundaries
(Hayden, 2006, p.3). The first definition of international education was
formulated at the Conference of Internationally- minded Schools at the

International School of Geneva in 1950, whichreads:

It should give the child an understanding of his [sic] past as a common heritage
to which all men irrespective of nation, race or creed have contributed and
which all men should share; it should give him an understanding of his present
world as a world in which peoples are interdependent and in which corporation

iS a necessity.

In such education emphasis should be laid on a basic attitude of respect for
all human beings as persons, understanding of those things which unite us
and an appreciation of the positive values of those things which may seem to
divide us, with the objective of thinking free from fear or prejudice (Hill, 2002,
p. 22).

In this definition of international education, the most critical aspect of
international education appeared to understand the ‘common heritage’ of
human beings. Hill (2002) argued with regard to this concept of understanding
the ‘common heritage’ of human beings, saying that it was the activities where
students discover what is similar and different between the students’ home

countries and that the students are expected to learn that the world that they
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live in is interdependent. However, the claim made by Hill focused on the
commonalities between ‘the students’ home countries’ while the ‘common
heritage’ of human beings can be sought between students as well as between

their home countries.

This awareness of understanding the ‘common heritage’ between human
beings is also conceptualised as ‘international-mindedness’ in the context of
international education. Skelton (2002) asserted that the concept of
‘international-mindedness’ was akin to principles such as universal values;
valuing freedom; intercultural understanding; non-violence; and conflict
resolution, which were stated in the United Nations Educational, Scientific and
Cultural Organization (UNESCO) declaration of 1996. Therefore, the concept
of understanding ‘common heritage’ of human beings is to seek value that can

apply regardless of differences throughout the world such as humanity.

These humanistic conceptions in the definition of international education
became the basis of the principles of one of the widely recognised international
curricula, the IBDP. Hill (2000), who was also recognised as the founding
father of the IB programmes, stated that an international curriculum was
expected to teach that world peace can only be achieved when different
cultures learn to live together in mutual understanding and respect based on
the universal human values (pp. 28-29). However, the aims of the IB
programmes were criticised for not being developed enough as to how to
practise through the implementation of the IB. Bartlett (1996, 1997) argued
that two practical aspects ought to be focused on in relation to the aims of the
IB: multi-language proficiency and interest in other cultures.

Learning different languages leads to exploring commonalities between
students as well as the students’ home countries and it would also develop the
students’ interests in other cultures. However, several national curricula adopt
a subject of ‘modern foreign language’ from primary school level and ‘multi-
language proficiency’ and ‘interest in other cultures’ can be achieved through
learning based not only on an international curriculum but also a national
curriculum. Bartlett (1998) argued what it meant to be ‘knowledgeable’ in
international education was the most difficult to resolve (p.86). This issue of

the selection of knowledge can include which curriculum the school adopts.
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Lawton (1986) claimed that the curriculum was a representation of the culture
of a society. This issue of the curriculum as ‘a different representation of the
culture of a society’ becomes more complex when an international school, that
has students with different cultural backgrounds, adopts a national curriculum
that is different from the local curriculum and practises the national curriculum

in a different context.

Also, there are cases of some of the private schools in England adopting
international curricula such as the IPC, programmes of the IB or the
International General Certificate of Secondary Education (IGCSE), and the
number of schools adopting these international curricula is increasing (James,
2005, p. 315). Therefore, the situation of the curriculum in international
education has several different combinations according to which curriculum
(or a combined curriculum) the school adopts. Thompson (1998) introduced
four categories of international curricula and national curricula according to the
backgrounds and the ways they are adopted in schools: creation; adaptation;
integration; and exportation. It is useful to look at international curricula and
national curricula in these four categories in order to understand how these

curricula are practised internationally.

International curricula such as the IPC, the International Baccalaureate
Primary Years Programme (IBPYP), the International Baccalaureate Middle
Years Programme (IBMYP), and the Cambridge International Primary
Programme were considered as ‘created’ international curricula because they
were designed from the beginning (Hayden, 2006). International curricula such
as the IGCSE, French Baccalaureate Option Internationale, the Advanced
International Certificate of Education (AICE), and the Advanced Placement
International Diploma (APID) were designed based on national curricula with
adaptations for use in different contexts, mostly in international schools;
therefore, these international curricula were regarded as ‘adapted’

international curricula.

International curricula such as the European Baccalaureate and the IBDP
were categorised into the ‘integrated’ international curricula because they
consisted of some elements selected from other international or national

curricula. These recognised international curricula categorised in creation,
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adaptation, and integration were originally designed with a view to being
practised in international schools; however, national curricula have also been

practised in an international context. Thompson (1998) categorised these

international curricula that were practised in an international context as
‘exported’ curricula, saying that [it is] the marketing abroad of existing national

curricula and examinations with little adjustment (p.278).

There are a number of examples of the ‘exported’ national curricula that are
practised in international schools around the world including French, German,
Japanese, English-medium, British and American international schools
(Hayden, 2006, p.133). However, despite the fact that many international
schools practise the exported national curricula in different contexts, their
application in international schools abroad has not been discussed as fully as
that of the international curricula. Also, the discussions about international
curricula tend to focus too much on its content; therefore it is necessary to
explore the pedagogical practices of the international curricula as well as
national curricula that are practised in different contexts.

International curricula and exported national curricula are practised in different
contexts mainly in international schools. There is, however, no coherent
agreement on the concept of ‘international school’. Hayden (2006) pointed out
that confusion has resulted from the fact that no one organisation
internationally could grant the right to use of the term ‘international school’ in
a school’s title (p.10). In fact, as discussed in the Introduction, there are more
than 2,000 schools outside the UK that teach elements of England’s national
curriculum. These schools call themselves British schools, British international

schools, or merely international schools.

Confusion is especially caused because of the term, ‘British schools’.
According to the Oxford English Dictionary (OED [online]), ‘British school’
means “a non-denominational elementary school of a type founded by the
British and Foreign School Society (formed in 1814) and run according to the
educationalist Joseph Lancaster's system of using older pupils to help teach
younger children”. Joseph Lancaster (1778 — 1838) was one of the innovators
of education in the UK, who made education accessible to poorer people by

founding a free primary school, the Borough Road Free School, in London in
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1798. The British and Foreign School Society (BFSS) supported this
‘Lancasterian’ school, which had large ‘schoolrooms’ (classrooms) and a
monitoring system by older children during lessons. Lancaster established
these schools mainly in England and Wales in the late eighteenth century.
However, these ‘British schools’ were created in the UK for British children and
they were not international schools, which should have different student
nationalities. Therefore, these Lancasterian British schools need to be
distinguished from British schools overseas when using the term ‘British

schools’ in a context of international education.

Thus, schools call themselves international schools for a variety of reasons
including: the nature of the student population (such as demographic
background); the curriculum offered; marketing and competition with other
schools in the area; and the school’s overall ethos and mission (Hayden, op
cit.). For example, a range of student nationalities was considered as one of
the commonalities in early international schools. The International School of
Geneva (Switzerland) and the Yokohama International School (Japan), which
were both established in 1924, have been regarded as the oldest international
schools in existence. They were both created for the needs of the foreign
communities in Geneva and in Yokohama. Sylvester (2002) claimed that the
International College that was open from 1866 to 1889 at Spring Grove in
London (UK) was the first international school, and the International College
also had students with different nationalities. Also, the oldest British
international school among the COBIS membership schools was the St. Paul’s
School in Sao Paulo (Brazil), established in 1896. St. Paul’'s School also
offered education for different nationalities.

Given the context of international schools, which includes teaching children
with different nationalities in this global era, Voogt and Roblin (2012), argued
that there was a need for changes in national curricula in line with 21st century
competences. They explored the definition of 21st century competences in
order to identify the issues for implementation of competences in educational
practice. They conducted document analysis with 32 documents for 21st
century competences collected from the United Nations, the European Union,

the Organisation for Economic Co-operation and Development (OECD), the
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Department of Education of United States of America, and international

enterprises such as Apple, Microsoft, Intel or Cisco.

Their findings revealed that the following five aspects were mentioned in all of
the documents: collaboration; communication; Information Technology (IT)
literacy; social and/or cultural skills; and citizenship. As a result of the analysis,
they also claimed that the issues for the implementation of competences in
educational practice would be how to define the importance and roles of these
skills, and their place within the curriculum. Also, they highlighted that the role
of teachers and their professional development would be highly necessary in

order to implement these skills in educational practice.

With the glowing attention of the enactment of curricula in the international
context, Nisbet (2014) explored whether it was possible for international
education and national education to co-exist in educational practice. She
argued that one of the fundamental aims of international education was to
develop global citizens, whereas the aim of national education was to promote
knowledge about the student’s own country, patriotism and commitment to
national values. She defined national education as the education system of a
nation-state including national curricula, and claimed that there would be
potential conflicts between international education and national education in
terms of the aims of education. She concluded that although there were
several common aspects between the curricula of international education and
national education, they were not compatible. Thus, the discussions in relation
to the practice of national curricula in the international context have been seen;
however, since curriculum studies of national curricula in an international
context is a relatively new area of research, the discussions remain at a
conceptual level, and there is still space to discuss how national curricula

should be enacted in schools in an international context.

Thus, although the discussions in relation to the concepts of international
education, international curricula or international schools have been
developed, the discussions in relation to the practice of a national curriculum
in a different context is a relatively new area where few research studies have
been conducted. The type of international school that the present study

considers is a British international school that follows England’s national
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curriculum outside the UK, hence, this will help to understand the application

of a national curriculum in a different context.

[Blank space]
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2.5 Defining the Curriculum

The review of literature in relation to curriculum in the international context
have been developed around the concepts of international curricula. In this
section academic definitions of curriculum are explored in order to clearly
signal the definitions that informed this dissertation. When discussing the
definitions of the curriculum, it is necessary to note that the definitions of the
curriculum can vary depending on its central focus. The focuses include those
who learn through the curriculum (learners); those who teach the curriculum
(educators); and the process of teaching and learning. Also, the definitions of
the curriculum are differentiated depending on its format because the
conceptions of the curriculum often include ethos, vision and philosophy that
underpin a curriculum, whereas the curriculum can also take a formally written

form.

One of the early curriculum theories that focused on learners was developed
by Franklin Bobbitt. Bobbitt (1918) argued that the curriculum ought to have
strong links to the society and correspond to the needs of the individual child.
Bobbitt defined the curriculum as “the entire range of experiences that aims to
unfold the abilities of the individual” (p.43). Rugg (1927) also focused on
learners and emphasised the importance of curriculum planning in advance of
designing a curriculum. He defined the curriculum as “a succession of
experiences and enterprises having a maximum lifelikeness for the learner ...
giving the learner that development most helpful in meeting and controlling life

situations” (p.8).

Both of the definitions formulated by Bobbitt and Rugg focused on the
individual learner, whereas Caswell and Campbell (1935) defined the
curriculum as “composed of all the experiences children have under the
guidance of teachers” (p.66), which highlighted the existence of educators,
and also emphasised the process of how the curriculum ought to be enacted.
Tyler (1957) referred to the role of learning institutions in his definition, saying
“[the curriculum is] all the learning experiences planned and directed by the
school” (p.79). Although there are different focuses in the definitions, the

common concept that was emphasised in all the definitions of the curriculum
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was ‘experience’.

This tendency of highlighting the concept of ‘experience’ in the definitions of
the curriculum can be linked with The Child and the Curriculum (1902) by John
Dewey. Dewey argued, based on the philosophy of pragmatism, that
education ought to be tied to children’s experience rather than abstract thought.
However, experience can be described as the action that the learner
undertakes during the learning process; therefore, the concept of experience
does not appear to define the curriculum well in terms of what the curriculum
is when it is formally written as documents. Kelly (1977/2009) distinguished
the conceptions of the curriculum that schools offer and what is laid down in
syllabuses (the planned curriculum) from the curriculum that the children

actually experience (the received curriculum) (p.11).

Regarding the received curriculum that the children actually experience,
Tanner and Tanner (2006) defined this as “[the curriculum is] the
reconstruction of knowledge and experience that enables the learner to grow
in exercising intelligent control of subsequent knowledge and experience”
(p.189). Their definition included even the next phase for the learner after
acquiring knowledge through experience by saying, ‘in exercising intelligent
control of subsequent knowledge and experience’, which can overlap the
concept of aims of education. Silva (2008) also highlighted that the purpose of
the curriculum ought to be beyond what the curriculum merely offered, as “an
emphasis on what students can do with knowledge, rather than what units of

knowledge they have” (p.2).

This emphasis on the process of teaching and learning through the curriculum,
categorised as ‘implemented curriculum’, which was conceptualised by van
den Akker (2007), focuses on the pedagogical aspect of the curriculum. He
also defined the received curriculum as “learning experiences as perceived by
learners” (p.38), which would normally be assessed by educators in a learning
institution. Van den Akker’s definition of the received curriculum suggested
that the curriculum, pedagogy and assessment in discussions in relation to the

curriculum are closely linked to each other.
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With regard to the curriculum as official documents, McBrien and Brandt
(1997) defined the planned curriculum as ‘a written plan’. However, the
essence of the curriculum is not always ‘written’. The curriculum that is not
written such as ‘the hidden curriculum’, ‘the unstudied curriculum, and ‘the
implicit curriculum’, can also influence learners’ values, perceptions and
behaviours (Glatthorn, et al., 2015, p. 25). Among the curriculum theorists,
Stenhouse (1975) defined the curriculum as, “the essential principles and
features of an educational proposal’ (p.4), which appeared to include the

concept of unwritten form of the curriculum such as ‘ethos and mission’.

Thus, a number of definitions of the curriculum have been formulated by
curriculum theorists from different perspectives and there is no single coherent
academic definition in agreeing the concept of the curriculum. Glatthorn, et al.
(2015) suggested two criteria for evaluating a definition of the curriculum: a) it
should reflect the general understanding of the term as used by educators;
and b) it should be useful to educators in making operational distinctions (p.4).
There seems to be several factors that makes it difficult to reach a coherent
academic definition of the curriculum, for example, the format of the curriculum
(written or unwritten) and the focus of parties who utilise the curriculum

(educator or learner).

Given that, for the present study, the following definition of a planned
curriculum was formulated: the curriculum is a plan, which is enacted by
educators in learning institutions, which outlines the body of knowledge and
the related experience for the learner in order to support the leaner’s

development.
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2.6 England’s National Curriculum

Many British international schools outside the UK follow England’s national
curriculum by applying it in an international context. The present study
explores the enactment of England’s national curriculum in a context that has
not previously been researched. In order to understand conceptions of
England’s national curriculum and the debates around how it might be
implemented in a different context, a brief exploration of its history is

instructive.

When the then Prime Minister James Callaghan made his speech on the
curriculum at Ruskin College, the University of Oxford in 1967, a rationale for
a national curriculum was for raising educational standards. He insisted that
the Government and industry as well as teachers and parents should be more
involved with the movements for raising educational standards, which
provoked a need for a national curriculum in public opinion. The Government
report, Children and their Primary Schools (The Plowden Report) was

published in the same year, 1967.

In 1981, The School Curriculum that became a foundation of the National
Curriculum 1988 was published by the then DES and the Welsh Office. In 1988,
English for Ages 5 to 11 that covered only primary education was published,
followed by English for Ages 5 to 16 (The Cox Report), which was published in
1989 and covered both primary and secondary education. The National
Curriculum was introduced with the Education Reform Act in 1988.

England’s national curriculum was formed in order to raise educational
standards. This issue about raising educational standards has been a factor
for reviewing the national curriculum. In 2011, the Government publicly
announced the launch of a major national curriculum review with a view to
producing a new national curriculum in England, which included a great deal
about reviewing the place of knowledge in the National Curriculum 1988. The
aims of the national curriculum review officially stated by the Department for
Education (DfE) included: to consider what subjects should be compulsory at
what age; to consider what children should be taught in the main subjects at
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what age; to develop a national curriculum that acts as a benchmark for all
schools and provides young people with the knowledge they need to move
confidently and successfully through their education (DfE, 2011 [online]).
However, the review was conducted because of the growing pressure to raise
educational standards of England in the rankings of international tests such as
the Programme for International Student Assessment (PISA), which is run by
the OECD.

The then Secretary of State for Education, Michael Gove, indicated one of the
fundamental aims of the review in his letter to the chair of the expert panel for
the review as, “common to many of the highest-performing jurisdictions which
enjoy great teaching is a clear and structured approach to setting out high
expectations, with strong school accountability. The Government therefore
needs to set the same level of high expectations, especially for those subjects
[English, mathematics and science] which are central to school accountability”

(personal communication, June 11, 2012).

The Government published a report with a view to raising the standard of
schools in the UK, which was inspired by the OECD’s policy, “external
accountability is a key driver of improvement in education and particularly
important for the least advantaged” (Bew, 2011, p.4). In the report, Bew said,
“it is important that we continue to compare ourselves with other countries, as
the challenge facing our education system is not only to improve year-on-year,
but also to keep pace with the best education systems in the world” (op cit.,
p.42), so it seemed that one of the major aims of teaching England’s national
curriculum was to increase the educational competitiveness as a nation state

in line with ‘the best education systems’.

It is inevitable for a government to consider the results of international testsin
order to increase the nation’s competitiveness; however, the aim of the PISA
tests is economic growth, repeatedly stated in the OECD’s reports as, “better
educational outcomes are a strong predictor of economic growth” or “a
country’s education levels are a predictor of its economic growth potential”
(OECD, 2010, pp.3-6). In fact, the OECD clearly stated the principles of the
organisation when it was established in 1960. One of these was to promote

economy not education as, “to achieve the highest sustainable economic
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growth and employment and a rising standard of living in member countries,
while maintaining financial stability, and thus to contribute to the development
of the world economy” (OECD, 2015 [online]).

The purpose of international tests such as the PISA is to increase the growth
of the world economy based on the principle of the organisation; therefore, the
purpose of the PISA is not to promote education. Changing the contents of a
national curriculum according to the trend of these international tests is not a
substantial development of education in the country. Although achieving
economic growth can be a part of the aims of education, it can never replace
the aim of education itself because the aim of education ought to achieve

‘humanistic growth’ (Dewey, 1916) rather than ‘economic growth’.

The implementation of national and international tests have had a negative
impact on accomplishing the aims of England’s national curriculum. Jones
(2010) conducted a survey with a questionnaire aimed at Year 2 to Year 6
primary teachers in the area of Northumberland Local Authority in England in
order to investigate teachers’ responses in relation to the introduction of the
national curriculum tests. His starting point was the idea that the concept of
‘standard agenda’ for the national curriculum tests could limit the children’s
thinking skills in primary schools. The questionnaires were sent to all the class
teachers of Year 2 and Year 6 in the area and 104 teachers responded. He
concluded that pedagogies in classrooms tend to be dominated by the

preparation for the national curriculum tests.

Also, Gibbons (2013) critically argued that the purpose of the new National
Curriculum 2014 in England was inspired by today’s international competition-
driven pressure. He revisited the early documents produced by the London
Association for the Teaching of English (LATE) in order to remind the aims of
teaching of English, and he concluded that programmes of study ought to be
for teachers to design. The issues in relation to the aims or objectives of the
curriculum seems how to place the aims of education and the preparation for
national or international tests together in a national curriculum in order to

maximise the child’s ability as well as raising international competitiveness.

So far, | have argued that the issue of England’s national curriculum is its

fundamental purpose, which has shifted to perform well in international tests.
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| will discuss several issues in relation to the practice of England’s national

curriculum: less attention of oracy and room for the development of pedagogy.

The teaching of English in England has had a strong focus on literacy, and
oracy has had less attention. Regarding the issues and the place of oracy in
England’s national curriculum, Beard (1999) argued that oracy teaching
tended to recognise the Standard English and dialect. He also pointed out the
weakness of oracy in English teaching as, “the central place of oracy is not
being totally accommodated” (p.50). This tendency of emphasising literacy in
England’s national curriculum was seen in the Government’s policy for English
teaching, such as the National Literacy Strategy between 1997 and 2011 and
in a number of follow-up studies on the national strategies including Dougill,
1993; Beard, 2000; and Stannard and Huxford, 2007. Although oracy has been
practised by children in classrooms to a significant degree by being ‘listeners’
or ‘audience’ (Tabor, 1991), the attention to oracy teaching was less thanthat

afforded to literacy teaching.

When we look at England’s national curriculum and pedagogy, pedagogy has
also had less attention than the curriculum. Simon (1981) argued the historical
reasons why this was the case in England and he claimed that universities
such as Oxford and Cambridge and the public schools in England avoided a
professional training of teaching (p.125). Alexander (2004) also pointed out
that pedagogy tended to be subsidiary to the curriculum (p.7). The
Government proposed the components of pedagogy in the Excellence and
Enjoyment: A Strategy for Primary Schools (DfES, 2003a) as, ‘learning,
teaching, curriculum and culture’; however, Alexander (2004) criticised
severely the ideas of pedagogy proposed by the government as, ‘the Primary
Strategy is found to be ambiguous and possibly dishonest, stylistically
demanding, conceptually weak, evidentially inadequate and culpably ignorant

of recent educational history’ (p.7).

Regarding pedagogy for the subject English, it would be useful to discuss the
distinction between England’s national curriculum and the National Literacy
Framework as well as the knowledge within each document. The National

Literacy Framework was one of the government-led strategies, which was
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originally published in 1998. It was amended and released as the Primary
Framework for Literacy and Mathematics under the Primary National Strategy
in 2007. One of the main forms of knowledge in the Primary National Strategy
for subject English would be the ‘twelve strands for learning’ (DfES, 2006).
Although the Primary National Strategy has not been statutory as the national
curriculum is, it is being used to bridge the national curriculum and the teaching
of literacy in classroom in terms of pedagogy, however, the concept of
pedagogy has not been consistent enough and there is much room to be

developed.

So along with the issues of less authorised place of oracy and less consistent
concept of bridging national curriculum and pedagogy, one of the main issues
around England’s national curriculum was the shift of the fundamental purpose
of the national curriculum from raising educational standards of children to
increasing the competitiveness in the international tests. This can link to the
aims of education and its application in a national curriculum and this will be

considered in the next section.

[Blank space]
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2.7 Aims in the Curriculum

The aims of education, and the aims of curricula, often share concepts in terms
of developing children. Discussions in relation to developing children have built
mainly on the two concepts, ‘acquiring knowledge’ and ‘developing children’s
character’, and which aspect of developing children should be prioritised.
Bertrand Russell (1926) argued the aims of education distinguishing the
concept of acquiring knowledge from developing children’s character, and
claimed that developing character of children ought to be superior to acquiring
knowledge when considering developing children. Whitehead (1929), who was
a private tutor for Russell, discussed the aims of education focusing on the
significance of ‘knowledge’. However, Whitehead recognised the difference
between acquiring knowledge and activating the acquired knowledge, and
claimed that the aim of education is the acquisition of the art of the utilisation
of knowledge. Although Whitehead highlighted the importance of knowledge
in relation to the development of children, both Whitehead and Russell valued

less the concept of acquiring knowledge.

Although Russell used expressions such as ‘to give [children]’ or ‘to help
[children] in his argument of the aims of education, to ‘develop children’ did
not always mean to ‘teach children new things’. Russell (and his wife Dora
Russell) recognised that children already possessed the ‘intrinsic nature’, and
this is something to be developed. They discussed this intrinsic nature using a
simile as “[recognising intrinsic nature] regards a child as a gardener regards a
young tree i.e. as something with a certain intrinsic nature, which will develop
into an admirable form given proper soil and air and light” (Russell and Russell,
1923, p.266). Their recognition of the intrinsic nature appears significantly
important in relation to the aims of education. If one recognises this intrinsic
nature, that is the unlimited possibility or ability in every child, the aims of
education ought to be prioritise and maximise this intrinsic nature, especially

at primary level.

Maximising or developing the intrinsic nature in children cannot be discussed
separately from children’s lives. Russell (1938) argued the aims of education

focusing on human lives. He claimed that the ultimate aims of education
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was to create wise citizens with the sense of liberty in order for the citizens to
lead splendorous lives (p.251). John Dewey seemed to have similar opinions
on these humanistic concepts in relation to the aims of education. Dewey
(1916) proposed the characteristics of good educational aims in Democracy
and Education, saying that an educational aim must be founded on the intrinsic
activities and needs such as original instincts and acquired habits of the
individual child. Along with Russell, Dewey regarded the intrinsic nature in

children significant for the aims of education.

Although Dewey highlighted the importance of methods of the activities and
educators for children in the discussions of the characteristics of good
educational aims, he deliberately did not refer to specific contents for children
to learn. This can be seen from his fundamental claim of education, which was
that learning should be tied to the learner’s experience. Dewey’s argument on
the importance of experience in learning revealed an issue in curriculum
design, which was incoherence between the aims of education and the
contents in the curriculum. He claimed in his work The Child and the
Curriculum (1902) that subjects and resources in the curriculum should closely
be connected to children’s experience in learning in order to accomplish the
theme of the curriculum and the aims of education. Dewey (1938) pointed out
the causes of this issue as a lack of understanding of children and over-

focusing on the contents in the curriculum.

This criticism towards curriculum design derived from Dewey’s other main
argument, which was that the lives of children in schools separate from lessons
had significant influence on their learning. Dewey (1900) highlighted the
importance of interacting with others and expressing themselves and claimed
that learning in schools ought to follow children’s natural interests such as
communicating with others, knowing the nature of things or enjoying artistic
expression, referring to the concept of the ‘child-centred curriculum’. He also
emphasised the significance of everyday life activities when discussing
citizenship and society as, “the things in civilization we most prize are not of
ourselves; they exist by grace of the doings and sufferings of the continuous
human community in which we are a link” (Dewey, 1934, p.87). Thus, Russell

and Dewey both recognised the significance of the intrinsic nature in children
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and emphasised that one of the aims of education was to nurture children to

become good citizens who lead lives of happiness in the society.

The philosophical concerns of Russell and Dewey in relation to the curriculum
and the aims of education were situated in a Western context. There are some
similarities and contrasts with the Eastern educator context for philosophy in
the work of Tsunesaburo Makiguchi. Makiguchi, a Japanese educator and
philosopher, developed the theory of value creation and the principles of
humanistic education in the time of Japan’s militarisation in The System of
Value-Creating Pedagogy (Makiguchi, 1930/1979). Makiguchi also took a
position that the main aim of education was not to acquire knowledge but that
one of its aims was “the provision of keys to unlock the vault of knowledge”
(translated by Bethel, 1989, p.168). This is similar to the claim made by
Whitehead; both of them stated that the aim of education ought not to be

acquiring knowledge but it must be utilising the knowledge.

Makiguchi’s argument of the aims of education was built on the value system,
which was proposed by Emanuel Kant. Makiguchi argued that the components
of the value system, ‘cognition of truth’ and ‘creation of value’ contributed to ‘a
life of happiness’. He highlighted that there are two types of happiness in a
human life, ‘relative happiness’ and ‘absolute happiness’®. In his theory of
value-creating pedagogy, children would be able to pursue the absolute
happiness in their lives through “learn[ing] and deriv[ing] wisdom from
knowledge in order to create meaningful value in and from any (positive or

negative) situation” (Goulah, 2012, p.13).

8 ‘Relative happiness’ concerns the things in our environment that might make us happy (e.g. friends,
family, jobs or income) whereas ‘absolute happiness’ draws on our own inner resources so that we

establish a resilient state of life which is not swayed by anything (Harrap, 2014).
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Unlike Dewey, Makiguchi (1903/1971) discussed the subjects in the
curriculum, emphasising the importance of geographical understanding in The
Geography of Human Life. He argued that learning Geography would enable
children to recognise the connections between themselves and the world.

Garrison, Hickman and Ikeda (2014) had a dialogue based on Makiguchi’'s

argument in relation to learning Geography and agreed that children would be
able to place themselves in a global context through learning Geography, and
this was also an important element for children to grow into global citizens.

In fact, many of the Makiguchi’s earlier works were related to the subject of
literacy in schools. He focused on a systematic connection between the
teaching of reading and writing in particular (Makiguchi, 1898; 1899; 1921).
Makiguchi’s views towards the aims of literacy can be described as, “to
empower learners to be able to write with full autonomy and independence on
any subject of their choosing” (Goulah, 2013, p.3). Makiguchi (1936) also
pointed out that one of the issues in the teaching of writing in primary schools
was that the approaches of writing adopted in Japan were suitable only for a
handful of elite students who already possessed a certain level of writing ability.
Although there was a contrast between Dewey and Makiguchi with regard to
the approach to the subjects in the curriculum, they seemed to have similar
perspectives towards the significance of connections between human lives and

their community, and the idea of the ‘child-centred’ curriculum.

There are some limitations with Makiguchi’s theory of value-creating pedagogy.
First of all, translation of the original Japanese version, The System of Value-
Creating Pedagogy, is not yet completed. The original version has four volumes
with forty-two chapters in seven parts whereas the English translated version
entitled Education for Creative Life (Bethel, 1989) has only selected chapters
from the original version. Also, there have been few empirical studies based on
Makiguchi’s theory of value-creating pedagogy, although there are some
pioneering pieces of research on the theory itself. So, there is much room to

explore Makiguchi’s value-creating pedagogy in theory and practice.

Thus, one of the commonalities between Russell, Whitehead, Dewey and
Makiguchi on the aims of education was that they did not regard the aim of

education as merely acquiring or transferring knowledge. They set out the aim
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of education as utilising knowledge rather than acquiring knowledge, arguing
that the intrinsic nature in every individual child ought to be developed so that
they would be able to lead a life of happiness in the society. One of the issues
in relation to the discussions on the aims of education is that the agreed
concept of the aim of education may sound idealistic, and therefore it has been
difficult to actualise the aim through teaching based on the curriculum in

practice.

Since Dewey pointed out the issue of incoherence between the contents of the
curriculum and the aims of education, this issue has not yet been solved. Reiss
and White (2013) still pointed out the incoherence between the aims of
education and the contents of England’s national curriculum. They argued that
the aims of education have been less prioritised and were added as an
afterthought in the subject-based national curricula in England, and that many
other parts of the world that teach subject-based curricula had the same

situation.

Reiss and White introduced the concept of the ‘aims-based curriculum’ in
response to the ‘subject-based curriculum’, which has been the mainstream of
national curricula. Reiss asserted the necessity of the aims-based curriculum
in his interview as, “one that starts by asking what schools are trying to achieve.
It therefore begins with the fundamental purpose of education and goes on from
there to consider what the most suitable curriculum is” (Shaughnessy, 2013).
The strength of the aims-based curriculum is that the curriculum is designed
based on the solid concept of the aims of education, therefore, there is a
coherence between the aims and the contents of the curriculum. Also,
opportunities to accomplish the aims of education can be expanded to every

individual child who undertakes compulsory education in an education system.

The definition of the ultimate purpose of education in Reiss and White’s aims-
based curriculum was to lead a life that is personally flourishing and to help
others to do so (Reiss and White, 2013, p.1). Reiss explained a personally
flourishing life as “it [a personally flourishing life] occurs when humans develop
so as to maximise what is best about being a human, to develop one’s
potentials and to be thoughtful and respectful of the needs and desires of

others” (Shaughnessy, 2013). Reiss and White also said that ‘personally

57



flourishing life’ could be replaced by the term ‘well-being’ (op cit. p.5). There is
little doubt that along with Russell, Dewey and Makiguchi, Reiss and White
also considered the development of the inner potential in children and leading

a life of happiness.

Although Reiss and White articulated the application of a specific aim of
education to the school curriculum, the limitations of the aims-based
curriculum still lie in its implementation in schools. Reiss and White (2013)
highlighted that the approach to designing an aims-based curriculum would be
very different from that of a subject-based national curriculum, England’s
national curriculum in particular. They suggested twenty pieces of advice for
practical implementation of an aims-based curriculum in schools; however, the
advice was too strongly related to England, despite the fact that personally

flourishing lives ought to be accomplished throughout the world.

In order to apply the aims-based curriculum to schools in the countries other
than England, it may be necessary to establish new schools. Russell
established the ‘Beacon Hill School’ in England in 1927 to practise histheory.
Dewey also created a primary school called, the ‘Laboratory School’ on the
site of Chicago University in 1896 to test his theory of experience in learning.
The value-creating theory developed by Makiguchi has been practised in Soka
(value-creation) Schools and Soka Universities in Japan, Brazil, Hong Kong,
Korea, Malaysia, Singapore, India and the United States. The concept of the

aims-based curriculum needs a further step for a practical enactment.

Empirical studies suggested the necessity of aims that incorporate the concept
of leading a life of happiness in the school curriculum. FitzPatrick et al. (2014)
reported a research study conducted by the National Council for Curriculum
and Assessment (NCCA) in Dublin, Ireland. The NCCA investigated the needs
and the aims for the curriculum at primary level through an online survey on
their official website. They asked this single question about the aims of the
curriculum at primary level: ‘have your say about the purpose and priorities of
a primary education other than literacy and numeracy’. The survey received
960 responses, in which there were teachers (71%), parents (19%), students
(4%), and parents who were also teachers (4%). They identified that aspects

of ‘well-being’ was a strong interest from the respondents along with: life-skills;
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communication skills; and motivation and engagement. The implementation of
international tests can have a significant effect on the fundamental purpose of
national curricula. Despite the fact that ‘well-being’ was raised as the purpose
and priority of a primary education, and that there should be a coherence
between the contents of the curriculum and the aims of education, the contents
of national curricula were often changed based on the trend of international
tests. Klieger (2015) revealed the influence of the ranking system of
international tests such as the PISA and the Trends in International
Mathematics and Science Study (TIMSS) on policy-making for the aims in the
curriculum at primary and secondary levels in different countries. He
conducted document analysis by collecting the science curricula from Taiwan,
Australia, Slovenia, Germany, and Israel. He found that the contents of the
science curricula from these countries had been changing according to the
trend of the topics of the international tests. For example, when the
international tests started to introduce new content these topics were added to
the science curricula. Further, in Israel, the education reforms introduced by
the Ministry of Education and by the Head of Pedagogical Affairs were aimed at

being in the top ten countries in the rankings in these international tests.

In summary, there has been an academic agreement that the aims of
education ought to seek the development of children’s intrinsic nature, their
well-being, and utilising knowledge. The aims of education and the aims of
curricula can share core concepts, however, there was a critical issue in the
application of the aims of education to national curricula. The issue was the
incoherence between the contents of national curricula and the aims of

education, which has not been solved in over a century.

In fact, the national curricula in some countries appeared to have been
designed without a solid foundation of the concepts of the aims of education.
The contents of the national curricula were often changed according to the
trend of international tests, which would not help to accomplish the aims of
education because the main purpose of the international tests is economic

growth, not humanistic growth in the first place.
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2.8 Knowledge in the Curriculum

The humanistic concepts discussed in relation to the aims of education have
also been regarded as important in discussions on knowledge in the
curriculum. Hirst and Peters (1970) proposed seven areas of knowledge for
children to learn: human studies; philosophy; moral judgement and
awareness; religious understanding; formal logic and mathematics; physical
sciences; and aesthetic experience. Among the seven areas of knowledge,
Hirst (1974) argued that human studies was the most essential knowledge to

learn in order to see and to experience the world.

Although there is an agreement that the knowledge based on the humanistic
concepts is essential for children to learn, this area of knowledge needs to be
fitted in to the existing subject-based curriculum in order to be delivered. The
knowledge in the existing subject-based curriculum is often called the ‘subject
knowledge’ (House of Commons, 2009; DfE, 2011), and the discussions on
knowledge have been developed based on the effort of selecting and
categorising knowledge to incorporate it into the subject-based curriculum.

The selection and categorisation of knowledge often corresponds to school
subjects. Her Majesty’s Inspectors of Schools (HMI) (1977) suggested eight
areas of knowledge for children to learn: the aesthetic and creative; the ethical;
the linguistic; the mathematical; the physical; the scientific; the social and
political and the spiritual. These eight areas of knowledge matched the
subjects in England’s national curriculum such as: the arts; citizenship;
English; mathematics; physical education; science; and religion. Alexander
(2009) proposed eight domains of knowledge for children to learn related to
the subjects in England’s national curriculum: arts and creativity; citizenship
and ethics; faith and belief; language, oracy and literacy; mathematics;
physical and emotional health; place and time; science and technology.

In the realm of literacy, the areas of knowledge to learn have also been
proposed, for example, the ‘eight areas of knowledge in literacy’ (Munro, 2008).
However, literacy has a unique role in relation to knowledge, which is to be able

to connect the different areas of knowledge in the curriculum. Hall and Harding
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(2003) argued that by placing literacy as ‘core’ across the curriculum, literacy
could be more relevant to children in and outside schools. This idea of placing
literacy as core across the curriculum has been practised in England’s national
curriculum, and there is no doubt that children develop important knowledge
outside schools, such as home, as well as in schools.

In spite of these significant efforts in selecting and placing knowledge in the
curriculum, responses from the public in relation to placing knowledge in a
national curriculum did not seem to be positive. In one of the national
curriculum review reports in England, National Curriculum Review: Summary
Report of the Call for Evidence (DfE, 2011), which had 5,763 respondents in
total including primary schools and secondary schools, there was a section
where respondents could make their own comments. Among these 431
respondents, 113 (26%) believed that “attempting to define a ‘body of essential
knowledge’ was an outdated way of looking at education and it would be a
backward step if the government intended to move back to rote learning based

solely on knowledge and facts” (p.14).

These different perspectives between curriculum theorists and public opinion
result from different conceptions of knowledge, and different purposes
ascribed to curricula. In the debates around knowledge and the curriculum in
the academic field there has been agreement on the importance of placing
knowledge in the curriculum, although there were differences in the level of
agreement on the importance of the common sense knowledge acquired in
everyday life. On the other hand, public opinion appeared to place more value
on the common sense knowledge acquired in everyday life. Also, one of the
issues of selecting and categorising knowledge in order tofit it in to the subject-
based curriculum is that the idea of accomplishing the aim of education

through teaching the curriculum tends to be overshadowed.

Accomplishing the aim of education through teaching the curriculum or placing
the knowledge based on the humanistic concepts in the curriculum would be
even harder in the theory of knowledge proposed by Michael Young in Bringing
Knowledge Back In (2007). Young’s central argument was to establish a clear
concept of knowledge and to secure the place of knowledge in the curriculum,

saying that the primary object of knowledge was what was taught and learned
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in school (Young, 2013, p.105). Young (2007) pointed out that the question of
knowledge had been neglected due to external factors such as political
standpoints for raising academic standards or the implementation of national
and international tests, and he argued that this led to discussions around how
to access to knowledge in school without establishing a clear concept of what

the most important knowledge was.

In Young’s theory, the most important knowledge was “the knowledge that was
specialised and developed by specialists within defined fields of expertise and
enquiry” (Young and Lambert, 2014). The concept of this ‘specialised
knowledge’ is defined in terms of how it is produced and how it is transmitted.
The specialised knowledge needs to be produced through workshops,
seminars or laboratories in the form of subjects, and schools, colleges or
universities are the places where the specialised knowledge is transmitted.
Young claimed that acquiring this specialised knowledge ought to be the
purpose of schooling. This claim appeared to have a link to his background as
a sociologist because the fundamental question of sociological study of
education was to seek the solutions to the inequality in education caused by
different economic circumstances. Young (2011) criticised the idea of the
‘knowledge of the powerful’, where those who have access to certain kinds of
knowledge acquired in higher education continue to have more power in
society. He highlighted that it was necessary to place the specialised
knowledge at the centre of schooling so that it could be accessible to all, not

only to those who have access to institutions in higher education.

Young referred to the concept of the specialised knowledge with different
terms in his works. He called the specialised knowledge ‘conceptual
knowledge’ (Young, 2007), which reflected the central argument of his theory.
Young distinguished the concept of the specialised knowledge from the
common sense knowledge acquired through everyday life, and claimed that
the specialised knowledge was superior to the common sense knowledge that
children bring to school. The reason for the superiority of the specialised

knowledge was that the common sense knowledge was acquired through
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children’s experience in their everyday lives; therefore it was limited in terms
of its contexts. Young (2012) said that the crucial difference between the two
types of knowledge was that children’s everyday knowledge limits the
knowledge to their experience. In the present study, the concept of the
common sense knowledge that is acquired through children’s experience in

their everyday lives is referred to as ‘everyday knowledge’.

Young’s argument of differentiating the specialised knowledge from the
everyday knowledge was developed based on the theories by Durkheim and
Vygotsky (Young, 2013). Durkheim, Vygotsky and Young all differentiated the
two concepts and emphasised the importance of the distinction; however, their
purposes for the distinction of the two concepts were different. Durkheim
(1893/1993) argued that there were different ways of thinking between the
conceptual form (knowledge) and the social form (experience), and that there
would be no social progress without this distinction because knowledge was
an a priori concept. A commonality between Durkheim and Young in relation
to the distinction of the two concepts was that they both gave the conceptual

(specialised) knowledge a higher status than the everyday knowledge.

Durkheim’s focus of the distinction between the specialised knowledge and
the everyday knowledge was the development of society, whereas Vygotsky
(1962) distinguished the two concepts, focusing on human development. He
discussed the transformation between the specialised knowledge and the
everyday knowledge in children’s learning process in school by differentiating
the two concepts of knowledge. Unlike Young's argument, there did not appear
to be superiority between the specialised knowledge and the everyday
knowledge in Vygotsky’s theory. The everyday knowledge was rather crucial

in order to transmit the specialised knowledge in children’s learning process.

Young also called the concept of the specialised knowledge ‘theoretical
knowledge’ (Young, 2009). He said that the theoretical concepts that
underpinned the school subjects enabled children to reflect on and move
beyond the particulars of their experience (Young, 2012). This independence

of the specialised knowledge from everyday contexts, according to Young,
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also contributed to the superiority of the specialised knowledge to the everyday
knowledge. He also regarded the school subjects important in order to place
the specialised knowledge in the curriculum, saying that they are “a form of
specialisation of knowledge with powerful educational possibilities” (Young,
2015).

In fact, the concept of Young’s specialised knowledge has been referred to as
‘powerful knowledge’ in many discussions in relation to Young’s theory of
knowledge. However, the term ‘powerful knowledge’ can be misleading in
discussions on knowledge in curriculum theory. Although referring to the
concept of the specialised knowledge as ‘powerful knowledge’ has advanced
his argument of establishing a clear concept of the most important knowledge
and placing the specialised knowledge at the centre of schooling, it has given
an impression that the specialised knowledge is powerful and the other
everyday knowledge that children bring to school is not powerful. The question
of Young’s theory of knowledge is whether his claims can also apply to schools
at primary level. That is, whether the specialised knowledge is superior to the
everyday knowledge that children bring to primary schools and whether
acquiring the specialised knowledge should also be the purpose of schooling

in primary education.

The criticisms towards Young's theory of knowledge have also focused on
these two points: the claim that the specialised knowledge is superior to the
everyday knowledge; and the claim that acquiring the specialised knowledge
should be the purpose of schooling. Brown and White (2012) criticised Young’s
theory, saying that children ought to develop their imagination, wider
sympathies with other people, a love of beauty, and personal qualities such as
confidence in schools, not only acquiring the specialised knowledge as the
primary aim of schooling. Young, however, did not say that acquiring the
specialised knowledge should be the ‘aim of education’. His intention was, as
a sociologist, to make the specialised knowledge accessible to all in order to
provide the solutions to the inequality in education that are caused by different
economic circumstances. The purpose of the curriculum based on Young's

theory of knowledge was to “transmit past knowledge and to use that
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knowledge to create new knowledge” (Young, 2013, p.105). The issue is that
this purpose of the curriculum cannot always be linked to the academically
agreed aims of education or does not always contribute to leading a life of
happiness or human flourishing. | take a position that the curriculum should be
designed based on a clear concept of the aim of education, and the curriculum

ought to be taught in order for every child to accomplish the aim of education.

With regard to the superiority of the specialised knowledge, there has not been
a coherent academic agreement. Yates and Miller (2016) emphasised the
significance of the specialised knowledge, arguing that subjects associated
with discipline had a particular power and that it was important to preserve
these characteristics of disciplined knowledge in curriculum frameworks. Moll,
et al. (1992) discussed the relationships between the subject-based curriculum
in school and children’s everyday knowledge acquired at home, in their
community or through their cultural backgrounds. They referred to the
everyday knowledge as the ‘funds of knowledge’, and argued that it would be
necessary to bridge the gap between the subject-based curriculum in school
and children’s everyday knowledge. The difference between the claims made
by Moll, et al. and by Young in relation to knowledge was that Moll et al.
highlighted the importance of connecting the specialised knowledge and the
everyday knowledge, whereas Young’s concern was that the specialised
knowledge in the curriculum might be restricted or replaced by the everyday
knowledge such as children’s interests, which he called a ‘crisis’ in curriculum
theory (Young, 2009).

There is little doubt that arguments have been developed on acquiring
knowledge; however, there seems to be much room to discuss ‘utilising
knowledge’. Luke and Freebody (1999) discussed the approaches and
activities for understanding texts in the subject of English (literacy). They
emphasised the importance of utilising knowledge in the process of
understanding texts, saying that the learner was expected to ‘think’ and to
identify the arguments that were laid in the texts. They called this activity
‘understanding and acting on the knowledge’. The concept that is derived from
knowledge through utilising knowledge can be called wisdom. Knowledge and

wisdom ought not to be confused and the concept of wisdom should not be
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overlooked when considering placing knowledge in the curriculum.

When we look at empirical studies related to knowledge in the curriculum, they
do not appear to support the claim that specialised knowledge is superior to
everyday knowledge and is the most important knowledge. The studies show
that children’s everyday knowledge is equivalently important to the specialised
knowledge. Creeze, Gonzalez and Issacs (2016) conducted a comparative
study on the national curricula and associated assessments at primary and
secondary level of six high performing countries in the PISA international tests

in 2009 (Australia, Canada, China, Finland, Japan and Singapore).

They focused on nine specific aspects of the instructional systems of the
countries including, ‘What compulsory and optional subjects are included in
the Programme of Study?’ Document analysis of the government policies for
the national curricula showed commonalities among the six countries. They
identified that all the national curricula of the six countries highlighted the
everyday knowledge that is acquired outside school such as communication,
critical thinking, collaboration, personal and social responsibility or cultural
awareness, and reported that attempts had been made to incorporate these
aspects of knowledge into the national curricula. Creeze, Gonzalez and Issacs
said that the development of personal qualities in children and students was
similarly stated in the national curricula of the six countries as an aim of the

curricula.

Some research studies are specifically critical towards Young’s theory of
knowledge. Macknight's comparative research study (2011) emerged out of
the claim made by Young and Moore (2001), which was that knowledge had
been neglected in favour of questions about the position of knowers in the
curriculum. Macknight investigated the place of knowledge and ‘good’ knowers
embedded in the curriculum. She compared two curricula of the Australian
state of Victoria in order to examine the types of knowledge and the ideal
knowers in the selected two subjects of Mathematics and Social Studies. She
found that the type of knowledge in one state curriculum was the knowledge
that represented the world in minds. Under this type of knowledge, the ideal

knowers were to be ‘well-informed decision-makers’.
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In the other state curriculum, the priority was to use or activate knowledge as
part of ongoing interactions with the world. With this emphasis of utilising
knowledge, the ideal knowers were to be the ‘holders of useful knowledge’ and
they were expected to able to respond to ongoing events in innovative ways.
She said that this type of ideal knowers could define ‘future citizens’, and
highlighted the importance of the bridge between knowledge in the curriculum
and this type of ideal knowers.

In fact, there is evidence that contradicts Young’s claim that the specialised
knowledge is authoritative and is superior to children’s everyday knowledge.
Catling and Martin (2011) explored Young’s concept of ‘powerful knowledge’
in the context of the primary geography curriculum. They drew on research
studies in the field of ‘children’s geographies’ from countries including the UK,
the USA, Ireland, New Zealand and Jordan, which had investigated children’s
perspectives on their use of space, places and the environment. They referred

to these children’s perspectives as the ‘geographical everyday knowledge’.

They found that children were learning risk-taking as well as familiarising
themselves with places by applying their geographical everyday knowledge to
new contexts. They argued that this children’s geographical everyday
knowledge was also powerful, and proposed a revised model of the theory of
knowledge based on Young’s theory. They concluded that the specialised
knowledge and children’s geographical everyday knowledge were both
equally powerful and authoritative. They also highlighted that these two
different types of knowledge were to be fostered through the intersection and
interaction of the pedagogical practice in school, not that children’s
geographical everyday knowledge was to be replaced by the specialised
knowledge in school. They said the reason for selecting geography for their
research was that geography was so much part of children’s lives and a
fundamental aspect of being human from their earliest years, and indicated
that their research study could apply to other subjects across the primary

curriculum, including literacy.
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In summary, although significant efforts have been made in the selection of
knowledge for the subject-based school curriculum, there has not been a
coherent academic agreement on the concept of placing knowledge in the
curriculum. One of the commonalities in the discussions of the selection of
knowledge for the curriculum was that the knowledge based on humanistic
concepts was considered important for children to learn, and this can share
the elements of the academically agreed aims of education such as human

flourishing.

In the theory of knowledge developed by Michel Young however, placing the
knowledge based on the humanistic concepts had little place. The research
studies suggested the significance of children’s everyday knowledge contrary
to Young’s claim, which was that the specialised knowledge was superior to
children’s everyday knowledge. Also, there was a question of whether
acquiring the specialised knowledge should be the purpose of schooling in

primary education.

[Blank space]
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2.9 Curriculum in the International Context

Since the present study explores the application of England’s national
curriculum in a British international school in Japan, it is necessary to look at
the recent trend of research studies on the curriculum and international
schools in an international context. One of the tendencies of research studies
on the curriculum in an international context is that the majority focus on higher
education (Haigh, 2002; De Vita and Case, 2003; Huang, 2006; Pimpa, 2009).
This tendency of focusing on higher education level can be traced back to the
OECD Centre for Educational Research and Innovation (CERI) seminars on
internationalisation of higher education held in 1993 and 1995, and its report
on the seminars (OECD, 1996).

Another tendency is that the research studies with primary and secondary
schools look at the implementation of a national curriculum in the national
education system. Romero et al. (2014) examined the issues in relation to the
implementation of Mexico’s primary programme of study for English, the
Programa Nacional de Inglés en Educacion Basica (PNIEB) in Mexico. They
conducted two hundred interviews with children, parents, primary school
teachers, head teachers, and program coordinators, and found that developing
the materials for lessons, placing English as a core for cross- curricular links,
and training the teachers were the major difficulties when implementing the
new programme of study nationally. At secondary education level, Lam et al.
(2013) conducted interviews with secondary school teachers in Singapore to
examine the difficulties with regard to the implementation of Singapore’s
national curriculum. They found that lack of teachers’ subject knowledge and
the new assessment systems that had been introduced along with the national

curriculum were the significant barriers for implementation.

When we look at the research studies on international schools, particularly in
Japan, only a small number of studies have been conducted because
international schools are not the mainstream in the Japanese education
system. The focus of most of the research studies on international schools in

Japan is parental school choice. With regard to the reasons why Japanese
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parents choose international schools, MacKenzie (2009) conducted
qguestionnaire surveys and interviews with parents from six international
schools in Japan, and found that the main reason was that parents were
attracted to the curricula that were offered in international schools. This was
because they expected their children to go to universities in English-speaking
countries, and also Japanese parents wished their children to be exposed to
other cultures in international schools. Even if parents could send their
children to international schools, there might be an issue for their children
when learning in an English speaking environment. Imoto (2011) addressed
the issue of ‘Japaneseness’ or Japanese identity of children who were learning
an in English speaking environment in international schools at pre-school level.
She adopted an ethnographical approach, and highlighted the importance of

support from parents and teachers.

One of the major reasons of parents’ school choice, which was the attraction
to the curricula in international schools, were seen not only in Japan.
MacKenzie, Hayden and Thompson (2003), and MacKenzie (2010) looked at
what motivated parents to choose international schools in an international
context through questionnaire surveys and interviews with parents in
Switzerland, Japan, Argentina, Israel and Singapore. They found the
commonness of parents’ motivations in different countries. Parents chose
international schools mainly because of their curriculum; parents expected
their children to be educated in an English speaking environment; and parents
chose international schools with a view to studying abroad. They also found
that Japanese parents particularly chose international schools because
international schools have smaller class sizes compared to that of local
schools in Japan.

A research study conducted by Velliaris (2010), in an Australian PhD thesis,
also investigated the reasons for choosing international schools in Japan;
however, her focus was more on parents. She categorised parents into
Japanese parents; international parents (Japanese and non-Japanese
parents); and ‘foreign’ parents (non-Japanese and non-Japanese parents)
who lived in Tokyo. Velliaris and Willis (2014) conducted the follow-up study

based on Velliaris’ PhD research study and they found the reasons for school
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choice in each of the categorised groups of parents, where parents were not
satisfied with the education system in Japan and wished to raise their children
to be bilingual.

With regard to British international schools in an international context, only a
few empirical research studies have been conducted. COBIS conducted two
research surveys on their membership schools in order to “help develop a
better understanding of the growing global COBIS family of schools, as well
as the British International Education sector as a whole” (COBIS, 2015, p.3).
The annual surveys were conducted in 2014, 2015, and 2016. The findings
were rather a summary of the data of the responded schools. The findings
included the curriculum that the member schools followed. The most common
curriculum taught by the responded COBIS schools worldwide was England’s
national curriculum (98%) followed by the local national curriculum (21%) and
the IPC (14%). Since many membership schools offer cross-phase education;
for example, the Early Years Foundation Stage (EYFS) to sixth form, half of
the research survey was a summary of the examination results of General
Certificate of Secondary Education (GCSE), IGCSE, A-Level, AS-Level and IB

Diploma in the responded schools.

The topics of research studies on British international schools in a particular
country vary compared to the focus of the research studies on international
schools in Japan. Yanez and Coyle (2011) investigated the use of interactive
whiteboards and how they helped children learn in classrooms in a British
international school in Spain. They conducted semi-structured interviews with
twelve children in a Year 3 class over one year of the data-collection period.
They found that the children wished to use the interactive whiteboard for
activities in their classroom; however, they were often frustrated with the
frequently occurring technical problems with the interactive whiteboard. Yanez
and Coyle also suggested pedagogical practice with interactive whiteboards in

relation to game-like activities in classrooms.

Englezou and Fragkouli (2014) looked at the teaching of subject English in
nursery and reception classes (aged between 4 and 6) in a British international
school in Greece, focusing particularly on children with EAL. They observed

twelve randomly selected children in classrooms as well as the playground, and
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semi-structured interviews were conducted with four teachers about teaching
English to EAL children. They found that all the teachers mentioned the
importance of English in their interviews, and identified that the teachers
highlighted the importance of learning English through oral activities, reading

texts, and play.

In summary, discussions in relation to the practice of national curricula in the
international context tended to focus on the implementation of a national
curriculum in the national education system, and few studies have been
conducted on the practice of a national curriculum in a different context. The
application of a national curriculum in a different context can be seen in
international schools, however, most of the research studies on international
schools in Japan focused on parents’ school choice. With regard to the
practice of England’s national curriculum in British international schools in

Japan, it does not appear to be mentioned in the existing research studies.

[Blank space]

72



2.10 Summary

This literature review has ultimately argued that there are risks of incoherence
between contents of a curriculum and the aims of education if curriculum design
is not optimal. It has been noted that governments and state departments may
not be the most appropriate makers of policy because of the power struggles
that are typical of political processes including curriculum design. However,
some ground-breaking education proposals and practices have been
developed in an Eastern context in order to address the issue of more

appropriate education policy and curriculum design.

Aims of education often emphasise academic aims, however the aim of
education can have more of a focus on humanistic concepts, something that
is common in international curriculum models. In fact, the academic definition
of the term ‘international’ suggests seeking commonalities between children’s
learning and experiences through humanistic approaches. International
education aims to develop children into good global citizens witha sense of

humanity.

Among the issues in relation to England’s national curriculum the literature
review has noted a shift over time of the fundamental purpose of the national
curriculum: from raising educational standards of children’s learning towards
increasing competitiveness in international tests. Part of this phenomenon is
that the purposes of international tests (economic growth) and a main aim of
education (humanistic growth) did not match. Changing national policy
according to tendencies in international test outcomes has led to tension

between some of the aims of education and the content to be delivered.

Another critical issue in the application of the aims of education to the
curriculum is the placement of knowledge in the curriculum. In academic
debate about the selection of knowledge for the curriculum, knowledge based
on humanistic concepts was regarded by some as most important for children
to learn, whereas others regard the acquisition of specialised knowledge as the

main purpose of schooling. There are ongoing debates about the purpose of
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schooling, however | established the position that the purpose of schooling,
especially at primary education level, should emphasise the following:
development of the intrinsic nature of children’s learning; development of the
well-being of children; and emphasis on the utilisation of knowledge rather
than emphasis on the acquisition of specialised knowledge.

Empirical research studies on curriculum in the international context have
tended to focus on the implementation of a national curriculum in the education
system of the curriculum’s origin, despite the fact that many international
schools teach England’s national curriculum in different country and state
contexts. In order to explore national curriculum in a different context this
dissertation reports a research study on the enactment of England’s national
curriculum in a British international school in Japan, focusing on aims and

knowledge in the curriculum.

[Blank space]
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Chapter 3: Methodology and Methods

3.1 Introduction

In this chapter, | will discuss how the present study is situated in relation to
research paradigms, and how the empirical work was planned and conducted,
addressing the ethical and practical issues that arose in the course of research.
After considering the philosophical position that the present study takes, the
empirical site and the sampling strategy are introduced. Then, ethical issues in
relation to the empirical work are addressed with reference to the educational
research guidelines in the UK and in Japan. Then, the difficulties during the
data collection with the empirical site are reflected, followed by the discussion
on the suitability of methodological triangulation for the present study. The
methods that were used for analysis and the process of increasing validity for
the present research are then explained. This chapter concludes with the
remarks on depicting the complex human activities in the real world and
understanding them by the use of suitable methodology and methods for a

piece of research.

3.2 Research Paradigm and Research Design

A clear paradigmatic stance helps the researcher design his or her research
and to justify the decisions (Maxwell, 2005, p.36). The term 'paradigm’ can be
traced back to The Structure of Scientific Revolutions (1962) by the historian of
science Thomas Kuhn, in which he discussed philosophical assumptions
about ontology and epistemology. A paradigm for a research study mainly
consists of three dimensions of philosophical beliefs, and the research
paradigm shapes how the researcher sees and understands the world. Guba
(1990) claimed that a research paradigm was shaped through the combination
of beliefs about ontology, epistemology, and methodology. Denzin and Lincoln
(2011) said that the researcher saw the world and even acted in ways based

on the philosophical positions that the researcher took (p.13).

One of the issues for situating qualitative research within research paradigms

is that the distinction is less clear in separating qualitative research from other
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types of research because of its flexibility in the use of methods and its nature
of cross-over disciplines. Denzin and Lincoln (2011) said that qualitative
research had been situated within positivist paradigm (p.9); however, situating
a qualitative research within positivist paradigm causes contradiction in the
following two points: a) the role of the researcher; and b) the process of data
collection. In the positivist paradigm, it is required that the research study
should not be affected in any way by the presence of the researcher (Miles
and Huberman, 1994; Brewer, 2000; Pole & Morrison, 2003). Also, the data in
positivist paradigm needs to be ‘unreduced’ (Scott & Morrison, 2005, p.54).
Denscombe (2003) admitted that there is a general acceptance of the

‘researcher’s self’ particularly in analysis in qualitative research (p.268).

One of the significant roles of the researcher in qualitative research is
understanding or ‘making sense of the qualitative data’ (Coffey & Atkinson,
1996). Scott and Morrison (2005) highlighted the importance of the role of the
researcher in the process of interpreting the collected data because “the
collection of information does not produce data automatically. What
researchers do with information is key” (p.31). Denscombe (2003) also
suggested that identifying the findings in qualitative research is “a creation of

the researcher” more than the discovery of fact (p.99).

Most contemporary qualitative researchers take the philosophical belief that
knowledge is constructed rather than discovered: the world is a human
construction (Stake, 1995, p.99). However, there is an issue when case study
research takes the position of interpretivism because a research study based on
interpretivism is expected to offer the reader raw materials for constructing
knowledge which should lead to generalisation (op cit., p.102). Generalisation
is one of the debates in relation to the limitations of case study. The issue of
generalisation must be considered when case study is adopted. Bassey (1999)
noted that a case study should be conducted with a view to establishing
generalisation about the wider scale to which the case belongs (p.24). On the
other hand, Stake (1995) claimed that the aim of case study is to establish

‘particularisation’ rather than ‘generalisation’:
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The real business of case study is particularisation, not
generalisation. We take a particular case and come to know it
well, not primarily as to how it is different from others but what
it is, what it does. There is emphasis on uniqueness, andthat
implies knowledge of others that the case is different from, but

the first emphasis is on understanding the case itself (p.8).

Regarding the tension between ‘particularisation’ and ‘generalisation’, Scott
and Morrison (2005) took Stake’s position, arguing about the relationship
between the findings through a case study and the reader of the case study
as, “case study does not have to make any claims for generalisation. The key
issue is how readers of case study make use of case study research outcomes
and for varied purposes” (p.21). The relationship between the research
findings from case study and the reader of a case study can be understood as
naturalistic generalisation’, in which Stake and Trumbull (1982) claimed that a
case study provided the reader with good raw material for their own
generalisation. This concept of ‘naturalistic generalisation’ was deemed
appropriate in relation to the potential outcomes of the present study because

its aim was also to illustrate the human activities in the school.

To illustrate the human activities, Yin (2005) stated that a case study was
appropriate when the researcher wished to illuminate a particular situation in
order to get a close, in-depth and first-hand understanding of it (p.381). Yin
also suggested that a sound case study design involves: defining the case;
selection of a single or multiple case study; and theoretical perspectives
(p.384). | will explain each element in line with the research design of the

present study below.

It was necessary for the researcher to define the ‘unit of analysis’ (Yin, 2003;
Brown and Dowling, 2010), that is, the ‘case’ for a case study. The case for
the present study was described as ‘English as taught in a British international
primary school in Japan in Year 5 and Year 6 (ages between 9 and11). This
unit of analysis needed to be investigated in-depth because the aim of case

study is to examine human activities in the real life context and case study is
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not merely sampling research based on the figures. Stake (1995) also stated
that case study was the study of the particularity and complexity of a single

case, understanding its activity within important circumstances (p. xi).

As stated in the Introduction, the present study explored the enactment of the
curriculum for English in a British international primary school. In the present
study, ‘English’ refers to the subject English taught in the British international
primary school in the Years 5 and 6. There were mainly three reasons why

subject English had been chosen to be explored in the present study.

Firstly, English has been in a unique position in England’s national curriculum
along with numeracy. In order to show that “links between curriculum subjects
and areas of learning deepens children’s understanding by providing
opportunities to reinforce and enhance learning” (DfES, 2006), English was

situated as the central subject across the curriculum.

The second reason was the significance of English as the common language
in the international education context. Hayden (2006) investigated a practical
aspect of international education, which included the working language in the
curriculum in international schools, and argued that English would remain the
leading language in the studies on the curriculum in international schools in

the field of international education.

Finally, it is worthwhile exploring the teaching of the subject English in an
international school context because, as discussed in the literature review
chapter, the English-speaking environment of international schools was the
strongest attraction to parents who chose international schools against
mainstream education in Japan. Despite English being critical as a language
in the international education context, the detailed account of the enactment
of England’s national curriculum for English as a subject in international

schools remained uncertain.

It would not be easy for outsiders such as myself to gain a deep understanding

of how subject English is taught in a British international primary school
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because many British international schools can be sensitive about their
reputation and do not wish to be critically analysed. Yin (2014) emphasised
that a single case study was appropriate to observe and analyse a
phenomenon previously difficult for scientific investigation (p.43); hence, a

single case study was adopted for the present study.

Regarding the theoretical perspectives, in order to understand the case, the
present study took a position of a theory-seeking case study, which was
proposed by Bassey (1999). The purpose of a theory-seeking case study was
to illustrate the activities within the case in the real world and to identify
patterns in the activities for theory development. In the present study, the
patterns of teachers’ selection of knowledge and teachers’ aims for English
lessons in a British international primary school are explored as in the research
questions. This would contribute to developing the discussions in relation to

the claims made by Michael Young in his theory of knowledge.

In summary, the present study took a position of interpretivism as its research
paradigm in order to gain a deep understanding of human activities in a real
life context. By taking a position of interpretivism, the researcher exists in the
present research in terms of interpreting the data and generating the
knowledge out of the data. A single case study approach was adopted to
investigate English as taught in a British international primary school in Japan
in Year 5 and Year 6 (ages between 9 and 11), which had not been researched
before. For the research presented in this thesis, the following main research

guestion and three subsidiary research questions were addressed:

Main research question
How do the teachers enact England’s national curriculum for English in

a British international primary school in Japan?

Subsidiary research questions
In what ways do teachers’ aims for English lessons relate to the aims in the national

curriculum?

In what ways is knowledge enacted in English lessons through the process
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of teaching?

How do teachers select the elements from England’s national curriculum for

English lessons?

[Blank space]
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3.3 Empirical Site and Sampling

There are two main types of approaches to gain access to empirical sites:
formal and informal (Grinnell & Unrau, 2014). My approach to the school was
a combination of the two at this initial stage. Negotiations for gaining access
to the school and cooperation from the participants took almost two years. |
recognised the existence of British international schools in Japan when one of
the fellow students of my Master of Research (MRes) degree at the UCL IOE
informed me about the Lionel British School® (LBS). In fact, the fellow student

was a senior staff member at the school.

Since my research design was to conduct a piece of research with a primary
school that was following England’s national curriculum in Japan, | applied for
a guided tour of the LBS, which was organised for parents. My first visit tothe
school was made in November 2010. | had a conversation with the head
teacher of the primary school; she appeared positive about my research and |
was asked to contact her when my research design became clearer. My PhD
study commenced in January 2011. Six months later | contacted the head
teacher when my research methods became more specific; however, my

request for conducting empirical work with the school was declined.

| subsequently submitted a request to conduct research at another British
primary international school located in the west of Japan; however, this request
was also declined. To make matters worse, my second request to the LBS was
also declined. The most difficult part of gaining access to a British international
school for my research was that there were few alternative schools for my
research design because not many international schools follow England’s

national curriculum in Japan.

In July 2012, when browsing the LBS’s website, | found that the head teacher
of the primary school had been changed. | decided to make a request to the
new head teacher regarding conducting my research with the primary school.

She showed her interest in my research and | was asked to visit to the primary

9 Pseudonyms are used for the school’s name and the teachers’ names throughout the present study.
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school so that | could explain my research to the deputy head teacher. At the
meeting with the deputy head teacher, | also provided her with the Information
Leaflet ensuring the confidentiality of the data and the anonymity of the school
and the participants and explained that | had prepared the Informed Consent
Form and the Letter for Parents in English and in Japanese. Fortunately, | was
allowed to conduct my empirical work with the primary school at the meeting.
To my surprise, | was asked if | was interested in working as a teaching

assistant, not only conducting my research.

Thus, | was able to gain access to the LBS as | had designed my research in
the end; however, designing a piece of research relying on a particular
empirical site could be dangerous if the research project was rejected by the
empirical site as | experienced. The process of gaining access and cooperation
from empirical sites such as schools or hospitals cannot always go smoothly,
and one of the most difficult aspects could be the timing of making a request
to an empirical site. In my experience, | was unable to submit a request to the
school until my research methods became clear enough because the school
wished to know about my research methods in detail. However, some aspects
of research methods cannot be designed before obtaining sufficient
information about the empirical site. Although the timing of making a request
to an empirical site can be an issue in conducting empirical work, this issue

did not appear to have enough attention in the literature of research methods.

The LBS had around 700 pupils and students from the Nursery to sixth form
with over 50 nationalities. The ratio of students’ nationalities was
approximately 60% British and 40% other nationalities. The countries the
children in Year 5 and Year 6 came from: UK, Japan, Australia, New Zealand,
France, Germany, Russia, the United States, Egypt, Romania, Poland, Ireland,
Canada, Singapore, Vietnam, South Korea, China, Philippines, Taiwan,
Uzbekistan, Pakistan, Switzerland, Belgium, Mongolia, Spain, Finland,
Sweden, lItaly, Thailand, Netherlands, and India (ethnicity not nationality).
Many children had parents from two different countries, and the parents’
occupations in Year 5 and Year 6 varied including: embassies, finance,

consulting, airline, hotel management and entertainment.
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There were three classes in Year 5 and three classes in Year 6. Year 5 had
22 pupils in each class (66 pupils in total) and Year 6 had 20 pupils in each
class (60 pupils in total). The class size was kept under 21-22 pupils according
to the school's regulations. After graduating from the LBS, the majority of
students continue their study with universities in the UK including UCL, London
School of Economics (LSE), Imperial College London, Glasgow, Manchester,
Reading and Nottingham; however, a small number of students choose

Japanese universities.

Regarding sampling, the target population was the teachers in the British
international primary school; for example, the senior staff, the class teachers
and the teaching assistants who were involved with English lessons in Year 5
and Year 6 in the school. Year 5 and Year 6 (ages 9 - 11) were selected to be
the focus because these year groups were more advanced in terms of
language at primary level, hence a variety of teaching methods or resources
were expected to be observed during the data collection. The class teachers
in Year 5 and Year 6 were selected as the essential participants because they
were the people who were teaching English in Year 5 and Year 6 at the school
and they were the most appropriate people to interview. Hence, the strategy
of the selection of the class teachers for the participants was the ‘purposeful
sampling’ (Light et al., 1990, p.53).

The sampling strategy adopted for the present study was in fact ‘mixed
purposeful sampling’ according to Patton (2015). Patton’s discussions on
purposeful sampling strategies, described fifteen purposeful sampling
strategies, including the ‘criterion sampling’ and the ‘critical case sampling’.
For the present study, a particular criterion for selecting the participants from
the target population was used, which was ‘all class teachers in Year 5 and
Year 6 in the school'. This strategy of selecting the participants matched the
concept of the ‘criterion sampling’ because they were selected based on ‘some

predetermined criterion of importance’ (op cit. p. 238).

An interview with the head teacher of the school was also conducted towards
the end of the data collection, seeking useful and important information about
English lessons and overall literacy education in the school. This strategy of
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selecting the participant was ‘critical case sampling’ because the reason for
adding the head teacher as a participant was “to yield the most information
and have the greatest impact on the development of knowledge" (op cit. p.
236). The purposeful sampling for the present study was a combination of
criterion sampling and critical case sampling. When more than one purposeful
sampling strategy is used in a qualitative research study, it ought to be called
mixed purposeful sampling. Table 3.1 shows the background information of
the participants who were the head teacher and six class teachers in Year 5
and in Year 6.

[Blank space]
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Table 3.1: Background information of the participants

Responsibility Where from Teaching background
Over 20 years of teaching in primary schools.
Mathematics and Science co-ordinator in a primary
Head Kent, hool i q
Teacher England school in east an on.
Lived in Japan since 2001 and became the head of the
primary school at the LBS in 2012.
Class Teacher 1 Cambridae 7 years of teaching at the LBS with Years 4, 5 and 6.
(Literacy co- En Iangch ’ Teaching in a junior school in West London prior to the
ordinator) g LBS.
9 years of teaching at the LBS with Years 4 and 5.
Class Teacher 2 Lancaster, s . : : .
E Teaching in state primary schools in Lancashire prior to
ngland
the LBS.
6 years of teaching at the LBS with Years 2, 3 and 5.
Manchester Experience in teaching English to Japanese people
Class Teacher 3 England ’ in Japan. Teaching in state and private primary

schools in Birmingham prior to the LBS.
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Table 3.1: Background information of the participants (continued)

Responsibility Where from Teaching background

8 years of teaching at the LBS with Years 2, 5 and 6.
Teaching in state primary schools in Essex prior to the
LBS.

Essex,

Class Teacher 4 England

7 years of teaching at the LBS only with Year 6.
Belfast, Experience in teaching in another international school

Class Teacher 5 Northern Ireland  in Japan.

3 years of teaching at the LBS only with Year 6.
Originally from Japan. Moved to England as a child.
Teaching in a state primary school in Surrey prior to
the LBS.

Class Teacher 6 Japan




In summary, after some difficulties the researcher was able to gain access to
the LBS in order to generate the data. The participants, who were the head
teacher and the six class teachers in Year 5 and Year 6 at the school, were
selected based on the strategy of mixed purposeful sampling with criterion
sampling and critical case sampling. In the next section, | will discuss the pilot

study for testing the research instruments for the data collection.

[Blank space]
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3.4 Pilot study

The pilot study started with a pilot interview with the deputy head in January
2013. | was once told that conducting a pilot study was similar to appreciating
bonsai plants. Bonsai is “the art of growing ornamental, artificially dwarfed
varieties of trees or shrubs” (OED, online) which was developed in Japan in
order to appreciate the whole of nature on a much smaller scale. Conducting
a pilot study enabled the researcher to test the prepared research instruments
and to see if the instruments were practical enough for generating the data.
Oppenheim (1998) highlighted the importance of conducting a pilot study as,
“studies which have been inadequately piloted or not piloted at all, will find that
a great deal of effort has been wasted on unintelligible questions producing

unquantifiable responses and uninterpretable results” (p.64).

Prior to the pilot study, there was a phase of pre-pilot study. The main purpose
of the pre-pilot study was to decide categories and variables to investigate in
lesson observations in the main study. This pre-pilot phase also helped the
researcher become familiar with the environment in the empirical site, the
British international primary school. Brown and Dowling (2010) discussed the
importance of habituation both for the researcher and participants as, “this
involves entering the setting (in whatever position one has decided to adopt)
a number of times before the collection of data begins. In this way participants

become accustomed to the researcher being around” (p.47).

Pre-pilot activities included visits to the school and pre-pilot lesson
observations. Pre-pilot lesson observations were conducted with two Year 3
lessons, two Year 4 lessons, one Year 5 lesson and one Year 6 lesson
between January and June 2013. Pre-pilot activities were a more informal
exploration of the most appropriate ways of recording lesson observations.
The more formal pilot study tested the research instruments, such as the
interview question items. When observing the lessons in the pre-pilot phase,
the following points were explored: how the lessons usually began and closed,
timetable of the day, the number of children in the lessons, what topics were
selected to teach in the lessons, what kind of resources the teachers used in

the lessons.
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Based on the information gathered through the lesson observations in the pre-
pilot phase, an observation schedule was produced. When producing an
observation schedule for the present study, there was an issue as to whether
a structured observation schedule or unstructured observation schedule was
more suitable for the present study. Structured observation schedules are
often regarded as useful to look at behaviour or interaction between pupil-pupil
or between teacher-pupil (Cohen et al., 2011, p.403). However, the categories
and variables identified for the present study were not directly related to
behaviour or interaction among the participants. One of the issues in relation
to a structured observation schedule appeared to be a lack of flexibility and
missing significant events during the lesson observations, whereas an
unstructured observation schedule is often used for long-term ethnographic
data collection; hence, a semi-structured observation schedule was adopted

for the present study.

The semi-structured observation schedule produced for the present study had
structured columns for the categories and variables and also had a free space
for note-taking (see Appendix 7). This observation schedule was tested as a
research instrument in the pilot study. Pilot observations were conducted with
one Year 5 lesson and one Year 6 lesson in September 2013. Although the
overall design of the observation schedule was not changed, the positions of
the columns were re-arranged from the original version in order for the
researcher to record the activities during the lessons more effectively and

promptly (see Appendix 8).

The pilot lesson observations also played an important role in developing the
guestion items for interviews with the class teachers. Having observed the
lessons in the pilot study, it was realised that some of the question items were
too obvious to ask. For example, the following questions were removed from
the original version of the interview question items: ‘Which Year/class do you
have?’; ‘How many classes do you have a week?’ Also, some of the terms in
the interview question items were changed because they were different from

the terms that were actually used in the lessons. For example, the question

89



‘What are the general objectives of English lessons in your school?’ was
changed to ‘What are the general learning objectives of English lessons in your

school?’

A pilot interview was conducted with the deputy head teacher at the school.
My focus for the pilot interview was to test the appropriateness of the question
items as Gillham (2000) argued that the point of conducting a pilot interview
was to get the questions right rather than to get the interview right (p.53). In
the pilot interview, the deputy head teacher asked for clarification on the
following question: ‘What are the distinctive features of the curriculum for
English in your school?’ Based on her question, the wording of the question
was changed to: ‘What do you think are the features or characteristics of the
curriculum for English in your school?’ Also, the following probe was added:
‘Do you have any key words or key phrases for literacy education in your
school?’ Although each question item ought to be clear and specific to the
interviewees, the researcher did not intend to lead the interviewees’ answers,
so the following note was also added at the top of the interview schedule:
‘There are no right answers to the questions below. Please answer or discuss

freely the question items’.

In summary, testing the interview questions and the observation schedule in
the pilot study enabled the researcher to consider whether they were effective
research instruments for generating data in order to answer the research
questions. Visiting the school and conducting lesson observations prior to the
pilot study also helped the researcher become familiar with the environment of
the school. Conducting a pilot study is little discussed in case study approach;
however, the benefit of conducting a pilot study or even a pre-pilot study ought
not to be underestimated in case study.
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3.5 Data collection Methods and the Data

The purpose of the present study was to understand human activity in a real
life context, which was teachers’ enactment of England’s national curriculum
in a British international primary school in Japan, hence, the methods of
document analysis, observation and interview were deemed to be the most
suitable for the data collection of the present study. Scott and Usher (2011)
highlighted that document analysis, semi-structured observation and interview
were suitable to capture the ‘lived reality’ (p.93). Further, Stark and Torrance
(2005) argued that document analysis, observation and interview were the
most commonly used research methods in case study, which was the
methodological approach the present study adopted. The employment of
document analysis, observation and interview for the present study will be
explained below in detail.

The term ‘document’ in educational research can be defined as, “a physically
embodied written text, where the containment of the text is the primary
purposes of the physical medium” (Scott, 1990, p.69). Document analysis for
the present study already started with my very first visit to the school in
November 2010 where | collected the promotion leaflets of the school and the
application pack for prospective parents. Scott (1990) highlighted that the
single most important category of document in document analysis was the
administrative papers, whereas McCulloch (2004) suggested that the following
sources were also significant in document analysis if they were available:
policy reports, committee papers, correspondence, school magazines,
textbooks, log books, newspapers, local registers and visual sources such as
photographs or paintings. Further, McCulloch (2004) made the point that
significant documents relating to the research topic could be found
unexpectedly (p.53). Hence, the present study adopted the position of
McCulloch and any kinds of documents available in and outside the empirical

site were collected. Table 3.2 shows the summary of the collected documents.
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Table 3.2: The summary of the collected documents

. . L . Level of
Documents Brief Description Availability Quantity Emphasis in
this Study
Detailed lesson planning 3 units from Year 5 .
Lesson plans sheets for each unit Internal documents 2 units from Year 6 Very high
National Curriculum England's national Open to public 2 Very high
curriculum 1988/2014 P P yhg
. . Pedagogical suggestions by : .
Primary National Strategy the British Government Open to public 1 Very high
Booklets Promotlo_nal boo_klets for Open to public 5 High
prospective pupils/parents
School's website Official website of the LBS Open to public 1 High
Inspection report :R’Selsults of inspection by the Open to public 1 High
Application pack Qgﬂ;g;té?]n forms for Available as request 2 High
Children's writings English exercise books Private 8 children’s writings Medium
from Year 5
Curriculum Map Summary of lesson plans of Internal documents 1 Medium

all of the year groups
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Table 3.2: The summary of the collected documents (continued)

: _ L : Level of
Documents Brief Description Availability Quantity Emphasis in
this Study
Handouts Worksheets for the children Internal documents 14 Medium
for the lessons
Timetables Class timetables for the Internal documents 5 Medium
lessons
Photos/videos Images c_)f lessons and Private 154 photos; 1 video Medium
assemblies
, Official Twitter account .
Twitter of the LBS Open to public 1 Low
Official Facebook account .
Facebook of the LBS Open to public 1 Low
Leaflets Promotional leaflets Open to public 4 Low




The collected documents were labelled as ‘very high’, ‘high’ ‘medium’ and ‘low’
according to the level of emphasis including the frequency of their use as part
of the research. For example, teachers’ lesson plans, National Curriculum or
school’s website were analysed and cited at a high level in order to develop
the argument in the thesis, whereas the information via school’s Twitter or

Facebook contributed as a low level to the overall research.

The documents that were most relevant to the present study were teachers’
lesson plans. The lesson plans were entitled ‘weekly planning sheet for literacy’
and they were organised as Microsoft Word files. One weekly planning sheet,
which was four to five pages long, was produced in order to teach one unit. It
had detailed lesson planning including learning objectives, success criteria,

and resources to use.

The lesson plans were produced by the class teachers according to each year
group. Some of the lesson plans were collected as data before or during the
lessons in printed copy. Towards the end of the data collection, more lesson
plans were obtained from several class teachers via e- mail in the form of
electronic files. Regarding the documents in relation to the school curriculum,
the ‘curriculum map’ was collected (see Appendix 9), in which there was a table
that summarised the whole weekly lesson planning sheets from the Nursery to
Year 6 in the primary school.

Seven lesson observations in Year 5 and seven in Year 6 were conducted in
the main study between October 2013 and May 2014. Non-participant
observation was employed in order for the researcher to look directly at the
activities in the lessons. During the observations, notes were taken on the
prepared observation schedule aided by an A4 sized clipboard. The
researcher was sitting at the back or at the corner of the classroom during the
lesson observations. All the English lessons were scheduled in the morning
and the duration of the lessons were usually 75 minutes long. The lessons
were divided into five sections (15 minutes each) and five photocopied

observation schedules were prepared for each section (see Appendix 7).
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Two English lessons were often observed in the same morning, for example,
on the 7th October 2013, | observed one Year 6 lesson from 9.00am to
10.15am, then | moved to a Year 5 classroom to observe the Year 5 lesson
from 10.30am to 11.45am. The total number of lesson observations was 21 (5
in pre-pilot phase, 2 in pilot study, and 14 in the main study). Table 3.3
summarises the observations conducted with the school during the data

collection.
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Table 3.3: A summary of the lesson observations with the school

Observation Date/Year Term Year Class Time Phases
No. Group
1 10 January, 2013 Spring 3 Purple 9.00-15.00 Pre-pilot
2 13 May, 2013 Summer 6 Red 9.00-15.00 Pre-pilot
3 20 May, 2013 Summer 4 Green 9.00-11.45 Pre-pilot
4 20 May, 2013 Summer 4 Blue 12.45-15.15 Pre-pilot
5 24 May, 2013 Summer 5 Red 9.00-13.45 Pre-pilot
6 30 September, 2013 Autumn 6 Green 9.00-10.15 Pilot study
7 30 September, 2013 Autumn 5 Green 10.30-11.45 Pilot study
8 7 October, 2013 Autumn 6 Blue 9.00-10.15 Main study
70ctober, 2013 Autumn 5 Blue 10.30-11.45 Main study
10 28 October, 2013 Autumn 6 Red 9.00-10.15 Main study
11 11 November, 2013 Autumn 5 Red 10.30-11.45 Main study
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Table 3.3: A summary of the observations with the school (continued)

Observation

Year

No. Date/Year Term Group Class Time Phases

12 24 February, 2014 Spring 6 Red 9.00-10.15 Main study
13 24 February, 2014 Spring 5 Blue 10.30-11.45 Main study
14 26 February, 2014 Spring 6 Blue 9.00-10.15 Main study
15 26 February, 2014 Spring 5 Green 10.30-11.45 Main study
16 1 March, 2014 Spring 6 Green 9.00-10.15 Main study
17 3 March, 2014 Spring 5 Red 10.30-11.45 Main study
18 4 March, 2014 Spring 6 Green 9.00-10.00 Main study
19 4 March, 2014 Spring 5 Green 11.00-11.45 Main study
20 5 March, 2014 Spring 6 Blue 9.00-10.15 Main study
21 5 March, 2014 Spring 5 Blue 10.30-11.45 Main study




The interviews with the head teacher and the class teachers were conducted
between April and July 2014. The style of the interviews was face-to-face,
semi-structured, and they were conducted in English. An interview with a class
teacher (Class Teacher 5) was conducted in April, then an interview with a
class teacher who was also a literacy coordinator (Class Teacher 1) was
conducted in June. The answers from the rest of the class teachers (Class
Teachers 2, 3, 4 and 6) were collected in written form between April and June
2014. The interview with the head teacher was conducted towards the end of

the empirical work in July.

The interview question items were sent to all the class teachers in advance in
order to generate rich data through the interviews. By receiving the questions
prior to their interviews, the teachers would have time to look through the
guestions, which would lead them to feel easier to answer at length in the
interviews. For the teachers who preferred answering in written form, some
notes had to be added to the original interview question items in order tourge
them to answer at length. The following sentences were added, which were
the same notes mentioned orally by the researcher at the beginning of the
face-to-face interviews: “There are no right answers to the questions below.
Please answer or discuss freely the question items”. Although the written
response were in the context of a different social dynamic to the oral
responses, the teachers’ written responses contributed to generate rich data
because of the greater time for the teachers to reflect their perspectives and

thoughts before they answered.

The venues for the interviews with the class teachers were classrooms. This
was because it would be easier for the class teachers to refer to any resources
or related documents during the interviews, which would enable the researcher
to generate rich data. Fontana and Frey (2003) discussed the contextual and
interpersonal aspects of interviews as “each interview context is one of
interaction and relation; the result is as much a product of this social dynamic
as it is a product of accurate accounts and replies” (p.64). The interview
schedule (see Appendix 6) was sent to the class teachers and the head

teacher in advance. The interviewees were also provided with the printed
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version of the interview schedule in order for them to look at the question items

during the interviews.

The interviews were designed to be 30 - 45 minutes long; however, the actual
length varied from teacher to teacher. The interviews with the head teacher
and with Class Teacher 5 were approximately 30 minutes long whereas the
interview with Class Teacher 1 was over 90 minutes long. There appeared to
be two influences regarding the length of the interview with Class Teacher 1:
a) the relevance of the interviewee to the research topic; and b) the timing of
the interview. Since Class Teacher 1 was the literacy coordinator at the school

as well as a class teacher, he was keen to answer the questions at length.

Regarding the timing of the interview, the class teachers needed to create a
time for the interviews. For example, the interview with the head teacher was
conducted between her meetings, where she had only 30 minutes for the
interview. Class Teacher 5 also had limited time for the interview because it
was conducted while the children were taking a music lesson in the music
room. On the other hand, the interview with Class Teacher 1 was arranged
after school in his classroom, where there was little concern about his schedule
or events to follow. For these reasons, the interview with Class Teacher 1 was

longer than the other interviews.

The majority of the interviews were conducted towards the end of the data
collection period. Conducting interviews at a later stage in the data collection
enabled the researcher to conduct productive interviews. By the time of the
interviews, almost all the scheduled lesson observations were finished, hence,
the researcher gained a deeper understanding of English lessons inthe school
and the ‘prompts and probes’ (Gillham, 2000; Bernard, 2013) during the

interviews became more specific and were to the point.

Each interview was audio recorded with two digital recorders in case of
unexpected technical problems. One lapel microphone was also used for the
interviewee to avoid ambient noise. The recorded interviews were transcribed

by the researcher. While transcribing the recorded interviews, the researcher
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noticed that the interviewees raised the tone of their voices or changed the
pitch of their talk when they wished to emphasise particular points, which
helped the researcher to identify key terms or phrases later in the phase of
data reduction. Rapley (2007) highlighted that through the process of listening
to the recorded interviews again and again the researcher began to pick up

the subtle features that at first they may have failed to notice (p.50).

The class teachers and the head teacher kindly made efforts to create time for
the interviews because they were willing to help the researcher with conducting
the present research. The Ethical Guidelines for Educational Research by the
British Educational Research Association (BERA) (2011) stated voluntary
informed consent as one of the responsibilities to participants. When the
participants were provided with informed consent, the researcher’s attitude
was to ask for their help in conducting research. For example, “Can you help
with my research?” was in the Information Leaflet along with the explanation
in relation to anonymity, privacy and participants’ right to withdraw. As a result,
the researcher was offered their help as one of the class teachers said “I am
happy to help you with your research however | can” (personal
communication). Thus, the participants understood the right of participants,
and they helped the researcher with generating the data by their own will.

In summary, methodological triangulation with the three methods: document
analysis, observation and interview was employed for the present study in
order to obtain ‘valid and reliable multiple and diverse realities’ (Golafshani,
2003, p.604). Cohen, et al. (2011) emphasised the strength of the use of
methodological triangulation particularly for a case study that enabled the
researcher to gain a more holistic view of the case where a complex
phenomenon required to be illustrated in detail (p.142). However, despite the
impression that the name of triangulation may give, the concept of
methodological triangulation was not the triangle. Ellingson (2009) argued that
the qualitative inquiry with methodological triangulation should be the crystal,
which had multiple lenses. Denzin and Lincoln (2011) also highlighted the
multiple scopes enabling the researcher to tell the same story from different

points of view (p.5).
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This multiple scope with document analysis, observation and interview
enabled the researcher to depict the human activities in question in a real life
context. Methodological triangulation also helped increase the validity of the
present study with multiple and different sources of information. The use of
methodological triangulation appeared to be suitable for the claim made by
Fontana and Frey (2003), “human beings are complex, and their lives are ever
changing; the more methods we use to study them, the better our chances to
gain some understanding of how they construct their lives and the stories they
tell us about them” (p.99).

[Blank space]
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3.6 Ethics

Since the purpose of the present study was to explore human activities in a
primary school, the ethical issues that might arise in conducting the present
study included the involvement of human subjects and school-aged children;
the issue of privacy of the participants; and the presence of children in the
classroom. In this section, | will discuss how these ethical issues were

addressed.

Ethics can be defined as “the science of morality: those who engage in it
determine values for the regulation of human behaviour” (Homan, 1991, p.1).
For the present study, privacy of the participants and the involvement of
school-aged children were the main ethical issues. These issues were
addressed through ‘informed consent’ following the guidelines set by BERA,
which stated that “researchers must take the steps necessary to ensure that
all participants in the research understand the process in which they are to be
engaged, including why their participation is necessary, how it will be used and
how and to whom it will be reported” (The British Educational Research
Association, 2001, p.4). Gregory (2003) also highlighted the significance of
informed consent as “research involving human subjects undertaken without
the explicit consent of the researched lacks an adequate moral basis, and it

would be better if the research were not undertaken” (p.35).

In order to provide the participants with informed consent, the ‘Informed
Consent Form’ was produced by the researcher (see Appendix 1). The
Informed Consent Form was designed for the interviewees, hence the
statements included these points: whether the interviewee agreed to be
interviewed; whether the interviewee agreed with the audio recording; and
whether the interviewee understood the interview data was going to be treated
confidentially. The ‘Information Leaflet’ was also produced by the researcher
(see Appendix 2), which had detailed but concise information regarding the
data collection from the participant’s point of view. For example, the purpose
of the present study; brief explanations of the process of interviews and
observations, anonymity of the names of school and participants, and

confidentiality of the storage of the collected data. Regarding the right to
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withdraw for the participants, a sentence was clearly stated in the Information
Leaflet as, “You decide if you want to take part, and even if you say “yes”, you
can drop out at any time or say that you don’t want to answer some questions”
(see Appendix 2). These ‘Informed Consent Form’ and ‘Information Leaflet’
were both reviewed and approved by the UCL IOE Research Ethics
Committee (the former Faculty Research Ethics Committee) prior to the

commencement of the empirical work.

The process of providing the participants with informed consent had two steps.
Firstly, there was a general announcement to all the primary school staff
regarding conducting my empirical work with the school. In the initial stage of
the data collection with the school, | attended the primary school staff meeting
on a Monday morning, where the deputy head teacher introduced me to all the
primary school staff members stating that | was a PhD researcher from UCL
IOE who would be conducting my empirical work for my PhD thesis withthem
at the school for about one year. The class teachers and the teaching
assistants in Year 5 and Year 6 had appeared to be well informed prior to the
staff meeting by the deputy head teacher regarding conducting my empirical

work with them.

Secondly, each class teacher and teaching assistant was informed about my
empirical work individually by the researcher. The Information Leaflet played
a significant role in terms of providing the participants with informed consent.
It was given to the class teachers and the teaching assistants in person prior
to the interviews and the lesson observations so that the researcher could
explain about the ethical issues in relation to the data collection and how they
would be addressed. Also, since | was allowed to spend time in the staff room
in the primary school during the data collection, there were opportunities to
explain about my research not only to the class teachers in Year 5 and Year 6
but also to teachers in other year groups. Thus, the participants were provided
with informed consent at the formal primary staff meeting as well as through

casual individual conversations.
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Regarding the involvement of the school-aged children, especially about
observing the lessons with the presence of the children in the classrooms, the
‘Letter for the Parents’ was produced by the researcher both in English andin
Japanese (see Appendix 3 and 4) as the informed consent for the parents. The
Letter for the Parents was also reviewed and approved by the UCL IOE
Research Ethics Committee. The children were informed about the presence
of the researcher orally by their class teachers in their classrooms. Also, | had
been issued with the ‘Certificate of Criminal Record’ by the Metropolitan Police
Department of Japan, which was equivalent to the ‘Disclosure & Barring
Service (DRB) Disclosure’ (formally ‘Criminal Records Bureau (CRB)

Disclosure’) in the UK (see Appendix 5).

The ethical issues were addressed through informed consent for the present
study, however, there were some criticisms about the concept of informed
consent, one of which was the practicability of informed consent (Homan,
1991). In fact, there did not appear to be a clear guideline of what level of
informed consent was regarded as sufficient. For the present study, three
types of documents ‘Informed Consent Form?’, ‘Information Leaflet’ and ‘Letter
for the Parents’ were prepared. Also, the head teacher and the deputy head
teacher at the school approved my observational work with the school, which
was considered as the ‘consent by gatekeepers’ (op cit., p.82). However, it
would be important for a researcher to make the most of every opportunity to
explain his or her research to the participants in order for the participants to
have a clear idea of the process of the data collection. This is because
participants are a critical part of a piece of research, especially for the data
collection, and whether or not a researcher can generate rich data depends on

the participants’ rapport and willingness to participate in the research.

In addition, the present study had consultation with the participants where a
summary report of the collected data was sent to the phase leader at the
primary school and the report was disseminated to the participants in order to
ensure that the interview data that were transferred to scripts were sufficiently
accurate. BERA highlighted the importance of consultation with the
participants as “the Association considers it good practice for researchers to
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debrief participants at the conclusion of the research and to provide them with
copies of any reports or other publications arising from their participation” (The
British Educational Research Association, 2011, p.8). The Science Council of
Japan (SCJ) (2013) also stated that “scientists shall respect the dignity and
rights of individuals who cooperate in their research, and shall safeguard and

give proper consideration to their welfare” (p.5).

In summary, since the present study involved human subjects and school-
aged children, the main approach to the ethical issues was informed consent.
The participants were provided with informed consent with the Informed
Consent Form, the Information Leaflet and the Letter for the Parents. To the
children, oral explanation by the responsible adults (class teachers) was
provided in the classrooms. Also, the researcher was issued with the legal
document prior to the empirical work. These processes ensured that the
present study was not contrary to any aspects of ethical issues in the

educational research domain.

[Blank space]
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3.7 Analysis

Thematic analysis and coding was used as the approach to analysis for the
present study. First, the relevant data that could answer the research
questions were selected from the data set based on the concept of ‘data
reduction’ (Miles and Huberman, 2013). Data reduction was defined as, “the
process of selecting, focusing, simplifying, abstracting, and transforming the
data that appear in written-up field notes or transcriptions” (ibid. pp.10-11). The
collected documents were sorted according to the format, such as lesson
planning sheets, websites, booklets and leaflets, handouts, children’s writings.
The observation data on the observation schedule were transformed into
fourteen ‘lesson notes’ and the recorded interview data were transcribed into

‘interview scripts’.

Data reduction resulted in the following seven codes: curriculum; aims;
learning objectives; knowledge; resources; Japanese context; and activities.
The decision of these initial main codes was based on the research questions,
the theoretical framework, and the patterns identified in the data set during the
data reduction. First and foremost, since the fundamental purpose of the
present study was to explore how England’s national curriculum for English
was being taught in a British international primary school in a Japanese
context, the common features across the data set with the codes ‘curriculum’
and ‘Japanese context’ needed to be investigated. The codes ‘aims’ and
‘knowledge’ were included because the theories in relation to aims and
knowledge in the curriculum informed the present study, and teachers’ aims
for English lessons and the selection of knowledge for English lessons were

addressed in the research questions.

The codes ‘learning objectives’, ‘resources’ and ‘activities’ were included as
the data reduction progressed. In teachers’ lesson plans, learning objectives
were stated as more specific targets, and it was decided to distinguish aims
from learning objectives. Resources that were planned to be used in the
lessons were explained in detail because the lesson plans were shared by the
whole year group, the code ‘resource’ was included to explore what types of

resources were used to teach the selected knowledge. The code ‘activities’
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was also used in order to explore what types of activities were used in the
lessons to transfer the selected knowledge. Coding with these seven codes
produced seven strands across the data set, in which each strand had the

common feature according to the codes.

The selected data was categorised with coding. Scott and Morrison (2005)
discussed the use of coding in analysis as, “coding is used to sort and ‘break
down’ the data by looking in detail at its characteristics and provide first steps
in discovering that the ‘whole’ is more than the sum of the ‘parts” (p. 33). For
the actual coding activities, a piece of qualitative analysis software, Nvivo
(version 10) was used. This approach to the data analysis was regarded as
Computer Assisted Qualitative Data Analysis (CAQDAS) (Fielding & Lee,
1991).

Using specialist software was useful as Denscombe (2014) argued that such
software can aid the analyses with the abilities of computers to manage the
data in terms of storage of data, coding of data, and retrieval of data. Robson
et al. (2016) make a point that one of the disadvantages of using specialised
software is the time taken to become proficient in its use. The important issue
in using specialised software for the data analysis was understanding its role.
The specialised software helped me organise and store the collected data;
however, analysing the data was still in the researcher’'s hand or head as
LeCompte et al. (1993) said, “the thinking, judging, deciding, interpreting, etc.
are still done by the researcher. The computer does not make conceptual
decisions, such as which words or themes are important to focus on, or which

analytic step to take next” (p.276).

As the first coding proceeded, | came to realise that sub codes were necessary
under the main code of ‘curriculum’. This was because when the class
teachers discussed England’s national curriculum in their interviews, they
often referred to the Primary Framework for Literacy (PFL), and they often
discussed the national curriculum and the PFL separately. For example, one
of the class teachers answered as “we’d refer partly to the national curriculum
[for lesson planning] but | mean mostly to the literacy framework [the PFL]”.

Since the PFL was a part of the Primary National Strategy, these two sub
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codes, ‘National Curriculum England’ and ‘Primary National Strategy’ were
added.

One more main code, ‘writing’ was added while conducting the data collection.
The reason why this code was added was that the head teacher put an
emphasis on writing in the school in her interview. Also, the class teachers
often emphasised in their interviews about the children’s writing activities in
the lessons. Therefore, the main code ‘writing’ was added towards the end of
the data collection. Scott and Morrison (2005) highlighted the role of the
researcher in interpreting the data, “the collection of information does not
produce data automatically. What researchers do with information is key. It is
through forms of sense making by researchers that ‘raw’ information becomes

research data” (p.31). Table 3.4 shows the summary of the created codes.

[Blank space]
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Table 3.4: The definitions of the created codes

Codes Sub Codes Definition Exclusion
. High level influences on the school’s Japan'’s national curriculum
Curriculum . .
curriculum planning (the Course of Study)
National Curriculum  Explicit reference to England’s national
England curriculum
Explicit reference to the Primary
Primary National National Strategy
Strategy or the Primary Framework for Literacy
Aims Aims of English lessons in the school Aims of other subjects
Learning Learning objectives for the
objectives English lessons
Knowledge Authoritative knowledge and everyday
knowledge
Resources that were used in
Resources

English lessons




0TT

Table 3.4: The definitions of the created codes (continued)

Codes Sub Codes Definition

Exclusion

Distinctive features of being a British

Japanese context : ; :
international school in Japan

Tasks or activities adopted in the

Activities English lessons

Writing Writing as tasks in the English lessons

Writing activities other than
the tasks in the lessons




In order to identify themes across the data set, Miles and Huberman (2013)
highlighted the importance of seeking for the ‘patterns and processes,
commonalities and differences’ (p.9). Regarding the style of themes, Saldana
(2016) suggested that the themes needed to be an extended phrase or
sentence that could summarise what the data set was about and/or what the
data set meant. As a result of taking notes about the commonalities and
distinctive features in the coded data, these four themes emerged: fidelity to
England’s national curriculum; emphasis on writing; knowledge in English

lessons; the aims of English lessons.

The first theme was about the ways to select the elements from England’s
national curriculum by the teachers. The second theme was identified through
interpreting the data that the English lessons in the school were designed to
produce a piece of writing towards the end of each unit, and the structure of
the lessons in each unit appeared to be one big writing project. As to the third
theme of knowledge in English lessons, the process of delivering new
knowledge in the lessons was identified, which had room to develop to
contribute to discussions of knowledge in curriculum theory. The fourth theme
of the aims of English lessons was about the relationship between the

teachers’ aims of English lessons and the aims in the curriculum for English.

Thus, the method of data analysis for the present study was thematic analysis
with computer assisted coding. Reporting the process of analysis in qualitative
data has often been regarded as difficult because many of the processes of
qualitative analyses are conducted in the researcher’s head. However, in order
to increase the validity of a piece of qualitative research, the process of
analysing the qualitative data needs to be as transparent as possible when
reporting the research. There was a strategy to report a part of the process of
qualitative analysis such as ‘audit trail’ (Lincoln & Guba, 1985), it would be
necessary to create a coherent framework for reporting the whole process of

gualitative analysis.
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3.8 Validity

In this section, the process of increasing the validity for the present study will
be discussed. Increasing the validity of qualitative research can be described
as “the process of checking, confirming, making sure, and being certain”
(Morse et al., 2002, p.17). | will discuss the validity for the present research in
particular because Lincoln and Guba (1985) discussed that there could be no
validity without reliability, therefore, a demonstration of the validity would be

sufficient to establish the reliability.

When considering the validity in qualitative research, there are two types of
threat according to Maxwell (2005): ‘researcher bias’ (the researcher’s
subjectivity in qualitative research) and ‘reactivity’ (the effect of the researcher
on the research settings). Regarding the researcher bias, the researcher’s
background, for example, being educated in a school in Japan, might have
influenced my perspectives towards the present study; however, Denscombe
(2014) stated that there was a general acceptance that some biographical
details about the researcher warrant inclusion as part of the qualitative
analysis (p. 273). Regarding reactivity a number of visits were made prior to
conducting the main empirical work so that the staff at the LBS could habituate
to the researcher and to the general concept of the present study so that the
reactivity such as the ‘hawthorne effect’ (Brown and Dowling, 2010, p.39)

would be reduced.

In the discussion of the validity in qualitative research, the role of the
researcher has been significant. In fact, the concept of the validity could differ
depending on the researcher’s view of the world. Creswell and Miller (2000)
argued that the validity could be affected by the researcher’s choice of
research paradigm. Since the present study took the standpoint of
interpretivism in the existing research paradigm, the ways of increasing the
validity for the present study would be the following three processes:
methodological triangulation; length of empirical work; and thick description
(op cit., 2000).
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Along with the methodological triangulation discussed in the earlier section, a
sufficient length was spent for the empirical work with the LBS, which was
conducted between September 2012 and July 2014. Although my visits tothe
school were usually once a week or twice a week, the overall data collection
period was nearly two years as Creswell and Miller (2000) discussed that
validity procedure was for the researcher to stay at the empirical site for a
prolonged period of time. Also, by providing thick description based on the
lesson observations and the interviews with the teachers in the school, the
researcher was able to establish ‘credibility’ in which the setting and the
themes of a qualitative study were described in rich detail (Creswell and Miller,
2000, p.128). Providing the reader with the detailed accounts would also
enable the reader to have a feeling that they experienced the events described
in a qualitative study, which also contribute to the ‘naturalistic generalisation’
(Stake and Trumbull, 1982).

Thus, methodological triangulation, sufficient length of empirical work, and thick
description were used in order to increase the validity of the present study, as
well as addressing the issues of researcher's bias and reactivity. Like the
process of reporting the analysis in qualitative research, there did not appear
to be a clear and coherent process of increasing the validity in qualitative
research. The validity checklist (Maxwell, 2005) could assist in enhancing the
validity of a qualitative study; however, it cannot cover every aspect of
increasing the validity in qualitative research. In other words, this ambiguity may

represent the elusive and flexible nature of qualitative research.
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3.9 Summary

In order to address the main research question, that is, how the teachers enact
England’s national curriculum for English in a British international primary
school in Japan, a single case study was adopted to capture the complex
human activities in the school. Based on the philosophical belief of
interpretivism, methodological triangulation with document analysis,
observation and interview was employed in order to generate rich data to
address the subsidiary research questions with the theoretical focuses of the
aims in the curriculum and knowledge in the curriculum. The collected data
was analysed by utilising thematic analysis with coding. The uniqueness of the
present study was the empirical site which had never been investigated
scientifically as a piece of research before, where gaining access and

corporation required time and effort.

[Blank space]
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Chapter 4: Findings

4.1 Introduction

This chapter reports the findings of the present study as four themes: Aims in
the Curriculum; Knowledge in the Curriculum; Fidelity to England’s National
Curriculum; and Writing in the Curriculum. The first two themes were
generated a priori based on the theoretical framing that underpinned the
research. The latter two themes were created based on patterns identified
during the data reduction. Having addressed the four themes a concluding
section presents the Concepts of Specialised Knowledge and Everyday
Knowledge as a cross-cutting final focus. The chapter begins with the head
teacher’s view which gives their perspectives in relation to the school. For each
of the four themes the findings identified during document analysis is
presented first. Next, the teachers’ perspectives revealed in theirinterviews is
discussed. Finally, the findings developed as a result of analysis of the lesson

observations data are presented.

4.2 The Head Teacher’s Perspectives

The head teacher’s perspective on subject English in the school was that
the school was following with fidelity the key areas in England’s national

curriculum:

Literacy teaching at LBS [Lionel British School] quite strictly follows the
English National Curriculum, so we follow the strategy for literacy ...
that has the key components of speaking listening reading and writing
... S0 the emphasis right away through the school is on those key areas

(Head teacher, interview 1, lines 5-8).

Whilst the head teacher emphasised that the school followed England’s
national curriculum, she also said that the school had the advantage in terms

of practising England’s national curriculum because they did not need to
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implement the national curriculum as in the state schools in the UK: “we can
wait and see what works and what doesn’t work” (Head teacher, interview
1,line 129); “we can pick all the best bits [from England’s national curriculum]
which was what we have done with the national curriculum” (Head teacher,
interview 1, lines 130-131). Although the school had flexibility regarding the
selection of the elements from England’s national curriculum, it was necessary
for the school not to be too far away from the schools in the UK. This was
because the school had children who wished to transfer to schools in the UK
and there were children who needed to go to other British international schools
due to their parents’ circumstances. The head teacher said, “one of our main
goals of the school is that the children at LBS who are going to be moving in
the school in the UK can do so smoothly” (Head teacher, interview 1, lines
131-132). The school was in the position that they could be flexible in
practising England’s national curriculum, however, because of the
responsibility of offering children smooth school transfer in terms of curriculum,
it was necessary for them to keep an appropriate balance between the
contents of the English lessons in the school in Japan and the contents of

English lessons in state schools in the UK.

With regard to the English lessons in the school, the head teacher’s view was
that the kind of topics (specialised knowledge) the children learned was less
important. Her point was that children ought to develop skills (everyday

knowledge) through learning lesson topics (specialised knowledge):

The National Curriculum is actually underpinned by skills, so the history
topic, if you look at the history national curriculum ... it has actually the
list of historian skills, so things like understanding bias or being able to
use source materials, extracting information, and opinion from source
materials, those are the skills underlie, so it doesn’t matter with your
learning about the Great Fire of London or the Great Fire of Edo [the
former name of Tokyo] because those skills you need to impose (Head

teacher, interview 1, lines 186-192).

According to the head teacher the selection of lesson topics was left largely to
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the teachers’ discretion. When selecting the lesson topics (specialised

knowledge), the children’s interest (everyday knowledge) was the most

important factor: “this class, they absolutely love transport, last year’s class at
this stage had not interested in transport at all, but this year group love it, so
she [a class teacher] would choose a text of transport” (Head teacher,
interview 1, lines 167-170).

For the head teacher, reading and writing were the fundamental skills to be
developed in English lessons. The head teacher regarded books as the primary
resources: “this lesson might be about reading skills, influence, so I’'m going to
choose a book and I'm going to choose the passages in the book...” (Head
teacher, interview 1, lines 164- 165); “it [the National Curriculum] is a target
driven so it has to be padded and enhanced with good literature” (Head

teacher, interview 1, line 158).

The interview with the head teacher was conducted during a transition time of
national curricula, thus the head teacher mentioned the changes in national
curriculum; however, even if there were changes, these changes would not
affect significantly the teachers in the ways they would teach English because
the fundamental skills that the children needed to develop would remain the
same: “for literacy, there is not too many ways that you can change because
the children need to learn to read, and they need to learn to write, you know
there’s two or three different ways to approach it” (Head teacher, interview 1,
lines 134-136).

The head teacher’s views towards the aims of English lessons was to link the
practical aspects of English lessons in the classroom to the children’s lives
outside the classroom, saying that “it’'s not just literacy skills, it's a working
practice so it's a combination of about using literacy to work and learn rather
than just learning literacy” (Head teacher, interview 1, lines 96-97). The head
teacher also expected the children to utilise reading skills that they acquired in
English lessons in other areas of learning: “read for understanding so that they
are using that as a tool to open up doors to all different learning” (Head teacher,

interview 1, lines 65-66). Although the head teacher emphasised the
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importance of reading and writing in her interview, she did not have a positive
opinion about writing stories: “it [writing stories] is the traditional image of what
schools do with writing. Our children have exposure to all different types of
genres ... all different types of writing which help them as they get further up
into their adulthood” (Head teacher, interview 1, lines 71-74).

When the head teacher commented on developing the children’s reading skills,
she tried to place value on something beyond developing the children’s reading
skills: “to be able to read for meaning and comprehension not just have the
mechanics of reading” (Head teacher, interview 1, lines 64-65). In fact, the
overall purpose of English lessons that the head teacher highlighted was

developing the children’s communication skills, not developing literacy skills:

| think the key point of the literacy curriculum is to develop children who
are able to communicate, so that means we are developing children
who are able to articulate their ideas and that are able to explain and
argue their opinion but also listening to other people ... (Head teacher,

interview 1, lines 58-61).

The head teacher’s point of view on the purpose of the English lessons in the
school was to develop the children’s everyday knowledge such as
communication. She emphasised developing the children’s communication
through learning literacy; however, communication can be conducted without
language skills. The aim emphasised by the head teacher can be put in a
different way such as ‘to develop the children’s ability to have a dialogue’. This
is because when one wishes to have a dialogue with other people, it would be
necessary for the person to have their own views, to be able to articulate the
views in orally or written form, but the person also needs to have an open mind

to be able to listen to other people.

Among the four language skills: reading, writing speaking and listening, the

head teacher prioritised writing the most. The head teacher’s view of oracy

was to develop the children’s writing, saying she strongly believed “if children

can’t say it they’ll find it very difficult to write it ... what we try to develop in the
118



children is the ability to speak and say their sentences before they are actually
expected to write it” (Head teacher, interview 1, lines 11-13). In addition to the
links between writing and oracy, the head teacher also mentioned the
synergistic effect between writing and reading: “what we found is that the
children do the most reading are the children who write with the strongest
writer's voice” (Head teacher, interview 1, lines 29-31). Thus, the head
teacher’s standpoint was that writing was regarded as the most prioritised skills
for the children to develop among the four language skills (reading, writing,
speaking and listening), and reading and oracy were placed to develop the

children’s writing skills.

With this emphasis on writing, the children were encouraged to start writingin
earlier year groups in the school: “as soon as the children are ready to start
writing, we encourage it, and that happens in the Nursery, so they are already
starting ... as they’re ready, they are encouraged to write at their own pace...”
(Head teacher, interview 1, lines 21-25). This high emphasis on writing across
the school stemmed from the links between good writing and obtaining higher
grades. Developing the children’s writing was critical for them to achieve higher
grades, and this factor appeared to contribute to the high emphasis on writing
across the school: “in order to get the higher level of assessment in the writing
curriculum, they have to show their own writer’s voice in their own writing style”
(Head teacher, interview 1, lines 31-33). The children were expected to
produce their pieces of writing with their own ‘writer’s voice’ to achieve higher
grades within the assessment system. The head teacher seemed to be trying

to raise the school’s standard through developing the children’s writing.

The head teacher highlighted ‘experiencing real world activities’ as another
aim of English lessons in the school. The head teacher especially regarded
writing activities as a preparation for the children’s adulthood: “our children

have exposure to all different types of genres so writing poetry, writing reports,
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journalistic writing, recounts, instructions, all different types of writing which
then help them as they get further up into their adulthood” (Head teacher,
interview 1, lines 71-74). In order to make the writing activities closer to real
world activities, the children were exposed to a variety of writing styles in
English lessons, also the children were experiencing a wide range of writings
across other subjects. According to the head teacher, the children were
learning about the Great Fire of London through the cross curricular links
between English and history, where the children learned about the fire based
on Samuel Peep’s diary, and then they recounted the event applying
journalistic writing style or diary writing style to their own writings (Head
teacher, interview 1, lines 176-184).

Another real world activity that the head teacher highlighted was ‘peer
feedback for their writings’. The head teacher believed that peer feedback
activity in the English lessons was one of the most similar activities to real
world activities: “so reading someone else’s writing and giving them advice but
also hearing the advice that someone else gives you can be very powerful ...
and that’s reality even when you get older” (Head teacher, interview 1, lines
86-87). The use of software in classrooms contributed to providing the children
with opportunities to experience writing activities which were close to real world
activities: “we have worked a lot this year on how to collaboratively work so they
use Google Docs and Google Drive, and Google sites actually to share their
work amongst them, now they know if they share it with the teacher and their
friend they got their ability to actually comment on their writing as they go along”
(Head teacher, interview 1, lines 89-93). These peer feedback activities were
aided with IT resources, which made the process of producing a piece of writing

closer to the real world activities.

Thus, the head teacher’s perspectives regarding the English lessons in the
school was that they were quite strictly following England’s national curriculum,
although they had the advantage of being flexible towards the selection of the
elements from the curriculum. This flexibility of the selection of these elements
was left largely to class teachers’ discretion, which was explored under the

theme of ‘Fidelity to England’s national curriculum’ in section 4.5. The head
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teacher’s views towards the English lessons in the school was to develop the
children’s everyday knowledge such as communication through learning
based on lesson topics (specialised knowledge), nevertheless, the head
teacher strongly believed that children’s interests (everyday knowledge) ought
to be reflected in the selection of lessons topics (specialised knowledge) in
order to raise their motivation. The head teacher also put a high emphasis on
writing because writing activities in English lessons would be preparation for
the children’s adulthood, therefore, the writing activities in classroom were
supported by IT resources in order to make links to the writing activities in the
classroom and real world activities, which showed the head teacher’s

standpoint of the significance of the children’s knowledge outside the school.

[Blank space]
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4.3 Aims in the Curriculum

In this section, the analyses for the data in relation to the aims of the English
lessons in Year 5 and Year 6 in the school are presented under the theme of
‘Aims in the Curriculum’. This theme was formulated based on the theoretical
focus of the present study, which was curriculum aims. One of the main aims
of the LBS was to offer British style teaching in Japan, following England’s
national curriculum. The research studies on international schools in Japan
discussed in Chapter 2 showed that which curriculum the school follows was
a significant factor in parents choosing a school for their children. The head
teacher of the LBS also emphasised first and foremost that the school was
strictly following England’s national curriculum in her answers to literacy

education in the school.

The English lessons in the LBS were in fact planned based on England’s
national curriculum. The aims of English lessons were stated in teachers’
lesson plans as ‘success criteria’. As a result of the analysis of the success
criteria and related activities, three overarching aims for the English lessons
were identified: a) to develop the children’s academic skills; b) to experience
real world activities; and c) to develop the children’s criticality to see the value
and the quality of texts. Table 4.1 shows these overarching aims in examples
from the success criteria and related activities in the lesson plans in Year 5

and Year 6.
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Table 4.1: Three overarching aims implied through the success criteria and related activities of all lesson plans

To Develop Academic Skills

To Experience Real World Activities

To Develop Criticality

“Can | write a balanced argument,
which incorporates the features of the
genre?”

“Back up reasons with examples
from my own reading habits”

“All children to sort and order
the sentence strips and decide which
ones can be discarded”

“Use a phrase card when [the
children] make their point”

“To express opinions persuasively
with supportive evidences by
selecting appropriate facts from the
‘statistics fact sheet™

“Carry out interviews with [children’s]
partner and make notes”

“Becoming a biographer!”

“Conduct interview as ‘press conference”

“Can | write in journalistic style?”
“Can | write a newspaper headline?”

“Discuss positive features a
piece of writing from yesterday;
then discuss how improvements
can be made”

“Which pieces of writing did |
most enjoy? Can | explain what
made the writing so successful
and enjoyable?”

“Can | respond positively to the
opinions of others?”

“Share their rough drafts with a
partner, evaluating what is great
about it and what could be
improved”




In the success criteria and related activities in relation to developing academic
skills, the children were expected to write texts, being aware of arguments in
their own writings: “Can | write a balanced argument, which incorporates the
features of the genre?” (Documents, Lesson plan, No. 5, Year 6), and the
children were supposed to learn howto use the supportive examples to make
the arguments more persuasive: “back up reasons with examples from my own
reading habits” (Documents, Lesson plan, No. 2, Year 5). The children were
also expected to identify and understand coherence in a piece of writing: “all
children to sort and order the sentence strips and decide which ones can be
discarded” (Documents, Lesson plan, No. 1, Year 5). These success criteria

and the related activities appeared to be focusing particularly on writing.

Not only for writing, the activities in relation to discussions were also seen in
the success criteria and related activities for developing the children’s
academic skills. The children were expected to express their opinions in
English lessons using particular phrases for discussions: “each child has a
phrase card which they must use when making their point” (Documents,
Lesson plan, No. 5, Year 6). Along with using the particular phrases, the
success criteria stated that the children would need to express their opinions
persuasively with supportive evidence: “to express opinions persuasively with
supportive evidences by selecting appropriate facts from the ‘statistics fact

”m

sheet” (Documents, Lesson plan, No. 5, Year 6).

Activities exploring research skills were also included in the success criteria
and related activities for developing the children’s academic skills. The
children were asked to formulate questions for an interview to obtain
information. The interviews were recorded with a view to using the information
for their own writings: “children to carry out interviews with their partner and
make notes, including direct quotes so that they have examples of direct
speech for their piece of journalistic writing” (Documents, Lesson plan, No. 9,
Year 6); “design questions which enable me to gather sufficient interesting
information to form a biography?” (Documents, Lesson plan, No. 4, Year 6).
Thus, the success criteria and related activities for developing the children’s
academic skills included activities focusing on these three aspects: writing,
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discussion and research.

The success criteria and related activities for experiencing real world activities
included activities to experience jobs that exist in the real world. There was a
clear statement to experience a professional job in the activities; for example,
“‘becoming a biographer!” (Documents, Lesson plan, No. 4, Year 6). Also, there
was an activity aimed at experiencing a similar situation to a professional job:
“‘interview conducted as “press conference”, i.e. questions and time are limited”
(Documents, Lesson plan, No. 4, Year 6). There were success criteria and
activities to become a scenario writer or a journalist: “after the drama element,
[the children] write their own scenarios for things that might happen”
(Documents, Lesson plan, No. 6, Year 6); “Can | write in journalistic style?”
(Documents, Lesson plan, No. 9, Year 6); “Can | write a newspaper headline?”
(Documents, Lesson plan, No. 9, Year 6). In order to provide the children with
experience of real world activities, the success criteria and related activities

were designed similar situations to professional jobs in the real world.

The activities stated in the success criteria often required the children to
evaluate their peers’ writings. Through these activities of giving feedback to
each other on their writings, the children were expected to develop their
criticality towards the value and the quality of different types of texts.: “Discuss
positive features of a piece of writing from yesterday; then discuss how
improvements can be made” (Documents, Lesson plan, No. 1, Year 5); “Which
pieces of writing did | most enjoy? Can | explain what made the writing so
successful and enjoyable?” (Documents, Lesson plan, No. 4, Year 6). The
success criteria also included activities of editing and revising the children’s
own writings based on feedback from their peers: “share their rough drafts with
a partner, evaluating what is great about it and what could be improved”
(Documents, Lesson plan, No. 8, Year 6).

As a result of document analysis for the aims of English lessons, the success
criteria and related activities were designed to develop the children’s academic
skills such as writing, discussion and research; experiencing real world

activities through the activities that were similar to professional jobs in the real
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world; and developing the children’s criticality through peer feedback activities.
The analysis of the interviews with the class teachers regarding the aims of
English lessons in the school revealed that there were two types of aims: to
develop the children’s literacy skills; and to develop the children’s skills beyond
literacy. Table 4.2 shows these two types of aims for English lessons and the

examples from the interviews with the head teacher and with the teachers.

[Blank space]
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Table 4.2: Two types of aims of English lessons implied by the teachers

To Develop Literacy Skills

To Develop Skills Beyond Literacy

Head teacher

“To be able to read for meaning and
comprehension”

“Our children have exposure to all different
types of genres”

“We are developing children who are able to
articulate their ideas and that are able to explain and
argue their opinion but also listening to other people”

Class teachers

“[To be] able to use reading strategies
independently, for example, skimming and
scanning, reading for meaning”

“[To gain] ability to structure a story from
scratch without support”

“Analysing texts and becoming better writers”

“Being able to just effectively communicate but also
be creative and have the flexibility and being able
to adapt to different situations with communication”

“‘What we try to promote really is the love of literacy”

“[We are] encouraging the children to find
a passion for reading”

“We need to be thinking of what’s going to be
relevant for our kids in the future”

“[I'd like the children to develop their] critical thinking
and problem solving”

“['d like the children to write] creatively which can be
accessed by the audience through the correct use of
grammar, sentence structure and punctuation”




In the interview with the teachers, the development of the children’s literacy
skills was one of the main aims of the English lessons: “[to be] able to use
reading strategies independently, for example, skimming and scanning,
reading for meaning” (Class Teacher 3, interview 4, lines 81-82); “[to gain]
ability to structure a story from scratch without support” (Class Teacher 3,
interview 4, line 83); “general objectives are analysing texts and becoming
better writers | think” (Class Teacher 5, interview 6, line 63). In the school, the
development of the children’s literacy was assessed by the framework
produced by the British government. As the head teacher mentioned that
developing the children’s writing could contribute to achieving higher grades,
the class teachers also conceived that achieving targets in the assessment
frameworks was another critical aim of English lessons: “we use the APP
(Assessing Pupils’ Progress) kind of levelling documents to base our
assessment of the children, so in terms of skills that we want them to be able
to have, we follow that” (Class Teacher 1, interview 2, lines 198-200); “| would
like all children to reach their expected level of attainment by the end of the
year in both reading and writing” (Class Teacher 2, interview 3, lines 92-93);
“[we are] ensuring the child understands what they have achieved and what

their next steps are” (Class Teacher 3, interview 4, lines 154-155).

Most of the class teachers, however, emphasised that they wished the children
to acquire skills beyond literacy through English lessons, that is everyday
knowledge for their lives in the future: “we need to be thinking of what’'s going
to be relevant for our kids in the future” (Class Teacher 1, interview 2, line 110-
111); “I think giving the skills that the children are actually going to use when
they graduate eventually” (Class Teacher 1, interview 2, lines 113-115); “[I'd
like the children to develop their] critical thinking and problem solving” (Class
Teacher 3, interview 4, line 62). The head teacher and the literacy co-ordinator
both highlighted that acquiring ‘communication skills’ was the ultimate purpose
of the English lessons, along with everyday knowledge: “as a broader sense, |
think being able to just effectively communicate but also be creative and have
the flexibility and being able to adapt to different situations with communication”
(Class Teacher 1, interview 2, lines 200-202).
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One of the communication skills the class teachers raised particularly in their
interviews was the awareness of the reader: “[I'd like the children to write]
creatively which can be accessed by the audience through the correct use of
grammar, sentence structure and punctuation” (Class Teacher 6, interview 7,
lines 76-77); “[I'd like [to] develop the children’s] awareness of audience and
purpose” (Class Teacher 4, interview 5, line 39). When the head teacher
mentioned developing the children’s communication skills, what she
emphasised was the children’s ability to articulate opinions and to listen to
other people’s opinions. Thus, there was a difference between the head
teacher’s view and the class teachers’ views towards developing the children’s
communication skills. The head teacher highlighted speaking and listening to
develop the children’s communication skills whereas the class teachers were

more focusing on developing these skills through reading and writing.

The class teachers also felt that the children had positive feelings towards
literacy: “what we try to promote really is the love of literacy” (Class Teacher
1, interview 2, line 7); “[we are] encouraging the children to find a passion for
reading” (Class Teacher 4, interview 5, line 36); “I'd like them [the children] to
be reading books that they love and enjoy” (Class Teacher 5, interview 6,line
95). In order to enjoy English lessons, the environment of classroom appeared
to be important for the class teachers, especially when the children were trying
to write with imagination: “as long as they [the children] are writing, they can
sit on the floor, they can sit on the carpet at the back, they can sit on chair ...
they should be comfortable because | think if they are not comfortable, it's not

very conducive for creativity” (Class Teacher 5, interview 6, lines 183-186).

The analysis of the observed lessons identified that two aims in English
lessons were conducting activities: a) ‘to experience leadership’ and b) ‘to
develop the children’s imagination’. Regarding experiencing leadership, a
pupil-led lesson was conducted in Year 6 during the unit of ‘balanced
arguments’. One pupil took over a lesson from the class teacher to do the
‘football pitch debate’ activity with a debate theme, ‘men can make a better
soldier than women’. The debate was totally led by the pupil, and the class
teacher and the teaching assistants watched the lesson sitting by the window
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in the classroom. The pupil seemed to find it hard to control the class when
the rest of the children were too excited about expressing their opinions during
the debate. When the pupil-led lesson came to an end, the class teacher
summarised the debate and some of the children commented on the pupil's
brilliant leadership during the lesson. The pupil who led the lesson seemed
very pleased receiving the positive feedback from her peers, and the pupil who
experienced class management seemed to gain confidence through the

experience (Observation, Lesson observation notes, No.11, Year 6).

In this lesson for the unit of balanced arguments, the children who participated
in the football pitch debate were holding the slips that had phrases such as ‘I'd
like to comment on...” or ‘| agree to...” which they needed to use when they
expressed their opinions. Therefore, one of the main objectives for this lesson
was to practise these discussion phrases in an actual debate in order to
develop the children’s discussion skills. However, for the pupil who led the
lesson, the main aim for the lesson was to ‘experience leadership by leading a
lesson’, and this was not directly linked to developing the pupil’s literacy skills.
Further, the senior staff members of the school were informed about this pupil-
led lesson in advance, and the deputy head of the primary school came to the
classroom to observe how the pupil was managing the lesson. So, the aims of
the English lesson were experiencing leadership through the pupil-led lesson
as well as practising the discussion phrases in a football pitch debate

(Observation, Lesson observation notes, No. 11, Year 6).

Along with activities for experiencing leadership, some activities that aimed for
the children to develop their imagination were identified. In a Year 5 lesson for
the unit of horror story, the class teacher carried out ‘show & tell’ in order for
the children to feel a sense of fear. At the beginning of the lesson, the class
teacher told the children that he had a new pet over the weekend, which was
a scorpion and it was inside a cardboard box, which had two holes in each
side. The truth was the box was filled with clothes and there was no scorpion
inside. Some children put a hand in one hole and tried to reach the scorpion.
From the other side, the class teacher was putting his hand in and one of the
children touched his hand. The child screamed, thinking he had touched the
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scorpion. Then, the class teacher revealed the truth. The children were
suddenly disappointed and started to accuse the class teacher of telling a lie
to them. The class teacher apologised and explained the purpose andreason
why he did this, which was for them to feel a sense of fear. Then, the class
teacher asked the following questions: “How did you feel when you put your
hands in the box?” and “What was your physical reaction when you were

scared?” (Observation, Lesson observation notes, No. 2, Year 5).

In this lesson, the children not only volunteered to try to touch the ‘scorpion’
but also the rest of the children experienced the sense of fear watching this
activity. Also, the class teacher drew the curtains before the lesson started and
the classroom was darker than usual. Towards the end of this unit of horror,
the children were asked to produce their own horror stories, and the activities
throughout the unit were designed in order to prepare them for producing their
own stories. The purpose of this particular activity was not for developing the
children’s writing, however, this activity would help the children’s developing

their imagination for the sense of fear when they produced their own stories.

Another activity that was designed to develop the children’s imagination was
also identified in a Year 6 English lesson for the cross curricular topic of the
Second World War. The activity was designed based on the events that had
happened to the Jewish people during the Second World War. Some children
were asked to wear badges for half a day in the school. The children who were
going to wear the badges were carefully chosen by the class teacher and the
teaching assistant in advance. All of the staff members in the school were also
informed about the nature and the purpose of the activity in advance. The
children who wore the badges were not allowed to use new laptops during their
writing activities in the classroom and they were not allowed to collect their
water bottles without permission during the lesson. The purpose of the activity
was to sense a certain emotion in relation to discrimination. After the lesson,
one of the pupils who was asked to wear the badges told me that she felt very
scared while wearing the badge because other children said bad things to her.
The nature of this activity included rather delicate issues, and personally |

doubt the necessity of the activity for experiencing discrimination in this way in
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English lessons (Observation, Lesson observation notes, No. 10, Year 6).
However, this was another example of the teachers’ aims to develop the
children’s skills beyond literacy such as imagination (everyday knowledge) in

the English lessons.

In summary, although developing the children’s literacy was recognised as one
of the aims for the English lessons, the ultimate aim that was identified across
the data was to develop the children’s knowledge beyond literacy. The
knowledge beyond literacy that the children brought into the school such as
communication, imagination and criticality was developed further through
related activities in the English lessons. The knowledge beyond literacy that
can be applied to the children’s adulthood was also developed in the English
lessons. For example, the children were expected to learn how to develop an
argument in their writings, express their views in discussions or explore on a
particular topic, which can be utilised as academic skills when they continue
to study in their adulthood. Activities that were similar to real world activities
and an activity that focused on developing the children’s leadership were also
identified in the English lessons. These findings suggested that acquiring the
specialised knowledge was not the ultimate purpose for the English lessons.
Developing the specialised knowledge that formed the subject such as English
grammar, spelling or punctuation was one aspect of the aims for the English
lessons, however, the teachers’ perspectives towards the aims for the literacy
were more on developing the children’s everyday knowledge that they brought
into the school and developing the everyday knowledge that would be applied

in the children’s adulthood.
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4.4 Knowledge in the Curriculum

Placing knowledge in the curriculum includes a discussion in relation to what
kinds of knowledge children ought to learn in schools. In Chapter 2, a debate
over two perspectives with regard to placing knowledge was discussed, which
were: children ought to acquire specialised knowledge in schools; and children
ought to develop personal qualities such as imagination or confidence in
schools as well as acquiring specialised knowledge. In this section, analyses
of the data are presented under the theoretical driven theme, Knowledge in
the Curriculum. Since the LBS was following England’s national curriculum,
the elements of what to teach were selected from the documents of England’s
national curriculum. However, the selection of the elements and the resources
used in English lessons implied the teachers’ intention of what they would like

the children to acquire in English lessons.

The knowledge children ought to learn through the teaching of England’s
national curriculum was outlined in National Curriculum in England:
Framework for Key Stages 1 to 4 (DfE, 2013) as the ‘statutory requirements’.
The knowledge to be learned for the subject English was stated in the English
Programmes of Study: Key Stages 1 and 2 (DfE, 2013), which focused on
spoken language, reading and writing, and vocabulary development. The
English Programmes of Study: Key Stages 1 and 2 (DfE, 2013) stated the
importance of teaching English grammar in English lessons in Year 5 and Year
6 as, “explicit knowledge of grammar is, however, very important, as it gives
us more conscious control and choice in our language. Building this knowledge
is best achieved through a focus on grammar within the teaching of reading,
writing and speaking” (p.64). Table 4.3 shows the grammatical concepts stated
in lesson plans in the school and the statutory requirements of grammatical

concepts stated in the English Programmes of Study: Key Stages 1 and 2.
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Table 4.3: A comparison of the grammatical concepts in lesson plans and in statutory requirements

School
Year

Categories Grammatical Concepts in Lesson Plans

Grammatical Concepts in Statutory Requirements

Text First person

Devices to build cohesion within a paragraph [for
example, then, after that, this, firstly].

Linking ideas across paragraphs using adverbials of time
[for example, later], place [for example, nearby] and
number [for example, secondly] or tense choices [for
example, he had seen her before].

Sentence openers, connections, main
Sentence  clauses, subordinate clauses,
subordinating conjunctions, conjunctions
Year 5

Relative clauses beginning with who,
which, where, when, whose, that, or an omitted relative
pronoun.

Indicating degrees of possibility using adverbs [for
example, perhaps, surely] or modal verbs [for example,
might, should, will, must].

Word Adjectives, verbs, plurals, suffixes

Converting nouns or adjectives into verbs using suffixes
[for example, —ate; —ise; —ify].

Verb prefixes [for example, dis—, de—, mis—, over— and
re—].

Punctuation The use of commas

Brackets, dashes or commas to indicate parenthesis.
Use of commas to clarify meaning or avoid ambiguity.

Terminology ¢ indicated
for pupils

Modal verb, relative pronoun, relative clause, parenthesis,
bracket, dash cohesion, ambiguity.
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Table 4.3: (Continued)

S$2§r0| Categories Grammatical Concepts in Lesson Plans Grammatical Concepts in Statutory Requirements
Linking ideas across paragraphs using a wider range of
cohesive devices: repetition of a word or phrase,

Paragraph and sentence markers, grammatical connections [for example, the use of
Text sentence structures, first person, third adverbials such as on th_e (_)ther hand, in contrast, or as
person, use of tense (present tense, past a consequence], and ellipsis.
tense), the use of Standard English.
Layout devices [for example, headings, sub-headings,
columns, bullets, or tables, to structure text].
Use of the passive to affect the presentation of

Year 6 information in a sentence [for example, | broke the
window in the greenhouse versus The window in the
greenhouse was broken (by me)].

Sentence Sentence openers, connectives, The difference between structures typical of informal

conjunctions, connections

speech and structures appropriate for formal speech
and writing [for example, the use of question tags: He’s
your friend, isn’t he? or the use of subjunctive forms
such as If | were or Were they to come in some very
formal writing and speech].
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Table 4.3: (Continued)

School
Year

Categories

Grammatical Concepts in Lesson Plans

Grammatical Concepts in Statutory Requirements

Year 6

Word

Adjectives

The difference between vocabulary typical of informal
speech and vocabulary appropriate for formal speech
and writing [for example, find out — discover; ask for —
request; go in — enter].

How words are related by meaning as synonyms and
antonyms [for example, big, large, little].

Punctuation

Terminology
for pupils

Speech punctuation (dialogue, action,
description), punctuation (apostrophes,
commas)

Not indicated

Use of the semi-colon, colon and dash to mark the
boundary between independent clauses [for example,
It's raining; I'm fed up].

Use of the colon to introduce a list and use of semi-
colons within lists.

Punctuation of bullet points to list information.

How hyphens can be used to avoid ambiguity [for
example, man eating shark versus man-eating shark,
Or recover versus re-cover].

Subject, object, active, passive, synonym, antonym,
ellipsis, hyphen, colon, semi-colon, bullet points.




In Year 5, at text level, grammatical concepts such as sentence openers and
the use of person were seen in lesson plans, whereas the use of tense and
the phrases in relation to time, place and number were suggested in the
statutory requirements. At sentence level, relative clauses, adverbs and modal
verbs were suggested in the statutory requirements, whereas the use of
clauses, conjunctions and adjectives were seen in the curriculum for English.
At word level, the use of suffix and plurals were seen in lesson plans, however
in the statutory requirements, verb prefixes were also suggested. For
punctuation, only the use of commas was covered in the lesson plans from the
statutory requirements. Regarding the terminology of grammar for pupils, no
items were indicated in lessons plans from the statutory requirements

(Documents, Lesson plan, No. 1-3, Year 5).

In Year 6, at text level, layout devices for texts and the markers for cohesive
paragraphs were suggested in the statutory requirements. In lesson plans,
paragraph and sentence markers, sentence openers were seen as stated in
the requirements. In lesson plans, the use of ‘Standard English’ was also
indicated particularly for the topic of journalistic writing (Documents, Lesson
plan, No. 9, Year 6). At sentence level, formal and informal speech as well as
the use of passive were suggested in the statutory requirements, and in lesson
plans, direct and reported speech, open questions, the use of clauses, use of
tense and use of connectives were indicated (Documents, Lesson plan, No. 4-
10, Year 6).

At word level, only adjectives were indicated in lesson plans whereas formal
and informal vocabulary (Documents, Lesson plan, No. 8, Year 6), synonyms
and antonyms were suggested in the statutory requirements. For punctuation,
the misconception of the use of apostrophe known as ‘grocer’s apostrophe’
was featured in lesson plans for the topic of WW2 (Documents, Lesson plan,
No. 7, Year 6). In the statutory requirements, specific items of punctuation such
as semi-colon, colon, dash, bullet or hyphens were suggested. Like Year 5,
none of the terminology of the grammar for the pupils in the statutory
requirements was indicated in lesson plans. Thus, the lesson plans in the

school did not fully cover the statutory requirements in England’s national
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curriculum in terms of teaching English grammar, and the items of grammatical
concepts indicated in lesson plans were less than those in the statutory

requirements in England’s national curriculum.

The English Programmes of Study: Key Stages 1 and 2 also stated the
importance of the balance between fiction and non-fiction regarding the
selection of resources for the curriculum for English in schools as “all pupils
must be encouraged to read widely across both fiction and non-fiction to
develop their knowledge of themselves and the world in which they live” (p.4).
Table 4.4 shows the genres of resources stated in lesson plans according to
lesson topics.

[Blank space]
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Table 4.4: The genres of resources according to lesson topics

School Year Lesson Topics Fiction Used in Lessons Non-fiction Used in Lessons
The Storyteller: The Theseus and the Minotaur
Greek myths (video)
Charlie and Chocolate Factory by Roald Dahl
(book)
o Giant Peach by Roald Dahl (book)
Significant The Snail and the Whale by Julia Donaldson
Year 5 authors (book)
Diary of the Wimpy Kid by Jeff Kinney (book)
Tom Gates series by Liz Pichon (book)
Extracts from a range of horror stories,
Horror stories Victorian horror stories
Famous Britons: Emily Pankhurst,
William Adams, Walter Tull, Mary
. Anning, William Tyndale, Luol Deng,
grl:(tjogilgg::pﬂy Thomas Andrews, John Peel, Don
graphy McCullin, Alan Turing, Pete Best, Tim
Berners-Lee, Charles Rennie
Year 6 Mackintosh (pictures)

Balanced
argument

BBC Newsnight (video), Mosquito
sound (video)

Crime mystery

The Westing Game by Ellen Raskin (book)
Get a Clue by Agatha Christie (video)
Dead Man's Mirror by Agatha Christie (video)
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Table 4.4: (Continued)

School Year

Lesson Topics

Fiction Used in Lessons

Non-fiction Used in Lessons

Year 6

The Chronicles of Narnia: The Lion, the Witch
and the Wardrobe by C.S. Lewis (video)

Flashbacks WW2
Hana's Suitcase by Karen Levine (book)
Fc_)rmal and Fawlty Towers (video)
informal
The Machine Gunners by Robert Westall Newspaper articles during the WW2
Journalistic (book)
writing An elephant in the Garden by Michael

Morpurgo (book)

The T-Mobile welcome Back (video)

Nature poetry

Photos taken by the children




In Year 5, all of the resources were fiction for the three topics, ‘Greek myths’,
‘significant authors’ and ‘horror stories’ (Documents, Lesson plan, No. 1, 2,
and 3, Year 5). In Year 6, non-fiction resources were indicated for the topics
of ‘autobiography and biography’; ‘balanced arguments’; and ‘nature poetry’
(Documents, Lesson plan, No. 4, 5, and 10, Year 6). For the topics of ‘crime
mystery’, ‘flashback WW2’' and ‘formal and informal’, all the resources
indicated were fiction (Documents, Lesson plan, No. 6, 7 and 8, Year 6). Only
for the topic of ‘journalistic writing” were both fiction and non-fiction resources
indicated (Documents, Lesson plan, No. 9, Year 6). This suggested that the
teachers were not using both fiction and non-fiction resources for each topic;
therefore, ‘to read widely across both fiction and non-fiction’ stated in the
English Programmes of Study: Key Stages 1 and 2 was achieved by selecting
a wide range of topics.

With regard to the context of the resources used in English lessons, almost all
of the resources were selected from the British context in both Year 5 and Year
6. In Year 5, a British television series ‘Storyteller’ was indicated for the topic
of Greek myths, and British Victorian horror stories were suggested for the
topic of horror stories. Also, four authors were mentioned for the topic of
significant authors, in which three authors were British (Roald Dahl, Julia
Donaldson and Liz Pichon) and one author was American (Jeff Kinney). In
Year 6, almost all the authors and public figures indicated in the lesson plan
were selected form the British context except Ellen Raskin (the United States)
and Karen Levine (Canada). Visual resources such as ‘BBC Newsnight’ or
‘Fawlty Towers’ were also selected from the British context. Resources that
were related to the Japanese context were indicated for the topic of nature
poetry; however, these photos were taken by the children during their school
trip to Mt. Takao (a mountain in Japan), and these photos were used as
stimulus for writing a poem, not as new knowledge. Thus, while a balance
between fiction and non-fiction in resources was achieved, most of the

resources were selected from the British context.

The analysis of the interviews with the teachers revealed that the class

teachers’ views towards the selection of lesson topics were similar to the head
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teacher’'s comments in terms of the influence of the children’s interests on the
ways to select the topics. The class teachers conceived that the children’s
interest was the most important factor when selecting lesson topics because
the success of the lessons would depend on the children’s motivation: “we’re
trying to make the interest levels high and the engagement high in lessons,
and we do that through trying to plan a curriculum that will appeal to the
children we have in the school” (Class Teacher 1, interview 2, lines 10-12); “as
teachers we get together and decide ... what would stimulate them” (Class
Teacher 1, interview 2, lines 240-241); “the children in Year 6 loved the
balanced arguments unit and | think they would benefit enormously from [it if
we have] more time to debate the topics they are passionate about” (Class

Teacher 4, interview 5, lines 84-86).

Although lesson topics were selected based on the children’s interests in the
school, the overall contents of the English lessons were not too far away from
those of the schools’ in the UK. This was because the lesson topics were
selected from the PFL in the Primary National Strategy or from the documents
published by the then Qualifications and Curriculum Authority (QCA): “we’d
refer partly to the National Curriculum but | mean mostly to the Literacy
Framework” (Class Teacher 1, interview 2, lines 93-94). This use of England’s
national curriculum and the related documents for the selection of lesson
topics also ensured the standard of English lessons in the school: “the same
types of units are done [in the Lionel British School] as a school in the UK”
(Class Teacher 2, interview 3, lines 47-48); “[the National Curriculum] provides
a framework for what to teach and all children in the UK and in British schools
around the world are teaching the same” (Class Teacher 2, interview 3, lines
54-56).

Even though it was not necessary for the school to follow England’s national
curriculum, the school tried not to be too far away from the schools in the UK
in terms of the contents and the standards of English lessons. In the course of
the present study, there were significant changes in primary education in
England, and the British government introduced a new national curriculum in

2014. It would be informative to illustrate the teachers’ views towards the new
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national curriculum 2014 in terms of what to teach in English lessons: “the
focus will be a lot more on Britain ... it is important that children learning a
British Curriculum do have a bit more knowledge about Britain” (Class Teacher
2, interview 3, lines 64-68); “there is an emphasis on real life contexts
throughout” (Class Teacher 3, interview 4, line 54); “it's] good that
Shakespeare has been introduced early to get the pupils ready for secondary

school” (Class Teacher 6, interview 7, lines 67-68).

Most of the class teachers’ comments towards the new national curriculum
2014 were positive whereas one class teacher was not convinced about the
new feature in relation to the grammatical concepts in the new national
curriculum 2014: “there is a brand new focus on things like grammar and
punctuation and spelling, and personally | think grammar is quite important,
but whether | think it's an important skill for children I'm not so sure” (Class
Teacher 5, interview 6, lines 51-53). This class teacher’s answer appeared to
be contradicted because he conceived English grammar was important,
however grammar was not important skills for the children. This can be
explained in relation to the class teachers’ comments about the aims of English
lessons, where the teachers regarded that acquiring useful and long-lasting
skills beyond literacy was more important than merely developing their literacy
skills. This class teacher seemed to feel that teaching English grammar was
not linked enough to the aims of English lessons that the teachers were
pursuing. Thus, one of the possibilities to make the teaching of English
grammar more attractive to teachers would be to connect the activities of
grammar to developing the children’s skills beyond literacy such as

communication skills.

Nevertheless, teaching English grammar continued to be one of the main
areas in the content of the curriculum for English as the teachers said: “to be
aware of grammatical features to apply with increasing accuracy when
speaking and writing” (Class Teacher 4, interview 5, lines 72-73); “past and
present tense very common mistakes that keep coming up in writings” (Class
Teacher 1, interview 2, lines 263-264). In fact, this school had a specific reason

to enhance teaching the English grammar in English lessons, which was the
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children with EAL: “we have lots of EAL children within the school that need
more basic, structured lessons, where simple skills are taught, for example,

phonics, spelling patterns, tenses” (Class Teacher 3, interview 4, lines 73-75).

Regarding resources, the teachers were concerned about a good balance
between genres and selecting from a wide range of genres: “l think it's
important to have something like this document [the National Curriculum]
which shows that [genre]. Hopefully we still have a good balance between
fiction, non-fiction and poetry” (Class Teacher 1, interview 2, lines 118-120); “I
feel personally it [the National Curriculum] focuses too much on non-fiction
particularly in the lower years” (Class Teacher 5, interview 6, lines 34-35). This
could reflect the suggestion stated in the English Programmes of Study: Key
Stages 1 and 2 with regard to a wide range between genres. Also, the class
teachers mentioned in their interviews that visual tools were essential
resources along with the books: “of course we use books and often we watch
video clips on the white board” (Class Teacher 1, interview 2, lines 325-326);
“[l use] a range of things, sometimes video clips, sometimes websites possibly

yeah books definitely of course” (Class Teacher 5, interview 6, lines 104-105).

Whilst the class teachers regarded books as primary resources, the class
teachers said that they would not use ‘textbooks’ for the English lessons: “we
don’t have like a series of textbooks, generally you know in the UK, it’s just not
a big part especially in literacy” (Class Teacher 1, interview 2, lines 349-350);
“it may cut out the time but | think teachers would argue that the quality of the
teaching is not the same” (Class Teacher 1, interview 2, lines 356-358). This
question about ‘textbooks’ emerged out of the context that the researcher was
educated in. In most of the primary schools in Japan, regardless of state or
private, textbooks used in English lessons were reviewed by the Japanese
government in advance. In the LBS, the teachers were selecting the elements
from England’s national curriculum published by the British government;
however, the class teachers had negative opinions towards ‘textbooks’
especially if the Government published them: “I've got a feeling it wouldn’t be
that popular, no ... teachers see it as part of their job to make it their own

lessons, make it personal ... I'd like to try and see what it was like but that’s
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what | think and would feel like” (Class Teacher 1, interview 2, lines 355-360).

In the observed lessons, a culturally extended lesson was carried out in Year 6.
In Class Teacher 5’s class, the children and Class Teacher 5 were sitting on the
carpet in a circle and they were reading poems written in English language and
in Irish language. The children seemed to be reading a poem in Irish for the first
time, and Class Teacher 5 was teaching the children how to pronounce the
poem in Irish. Every child had two handouts. One was A3 sized paper which had
three poems written in English; Things | like by Colette Nic Aodha; The Painting
by Oscar Wilde; and News by Colette Nic Aodha. The other handout was A4
sized paper, which had a poem Rudai a Thaitnionn Liom by Colette Nic Aodha in
Irish. First, they were reading the poems in English on A3 sized handout, and
then Class Teacher 5 read the poems out loud in the Irish language

(Observation, Lesson observation notes, No. 13, Year 6).

The lesson was extended culturally by learning poems written in the Irish
language. Class Teacher 5 originally came from Northern Ireland and seemed
to have a strong identity about being Irish and was passionate about teaching
Irish culture to the children. Thus, a contradicted result was identified between
the teachers’ answers in their interviews and the analyses for the lesson plans
and the observed lessons. While the teachers emphasised the adaptation of
England’s national curriculum according to the Japanese context, little
resources in relation to the Japanese context were used in the English lessons,
and the culturally extended lesson observed was not related to the Japanese

context.

As a result of the observed lessons, a process of acquiring new knowledge was
identified. First of all, the lesson topic that the children were going to be learning
was introduced to the whole class by reading a text or watching a video clip. In
a Year 5 class, Class Teacher 3 introduced an excerpt from a story of Greek
myths entitled Heracles. She displayed the text on the interactive white board
so that all children in her class could read it (Observation, Lesson observation
notes, No. 3, Year 5). Also, in a Year 6 class, Class Teacher 4 played a video

clip about how to punctuate direct speech on the interactive whiteboard to
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introduce the idea of ‘punctuation’ to the whole class (Observation, Lesson
observation notes, No. 9, Year 6). As a whole class, the children read a text or
watched a video clip to understand the general idea of what they were going to
be learning. At this initial stage, the teachers were also clarifying some key
words that would be used throughout the units. In Year 5, in the very first lesson
for the brand new topic of Greek myths, Class Teacher 3 explained the word
‘genre’ to the whole class using handouts, which she put on each group of desks
before the lesson had started (Observation, Lesson observation notes, No. 3,
Year 5). The main purpose for the children at this stage was to take in new
information as a whole class; therefore, the type of activity at this stage can be

described as ‘intake as a whole class’.

In the next stage, the children were asked to read the text or to watch the video
clip once again individually. In Class Teacher 1’s class in Year 5, the children
were asked to read the extract of a story of Greek myths, Heracles individually
and also silently (Observation, Lesson observation notes, No. 2, Year 5). Also,
in Class Teacher 4’s class in Year 6, the children were asked to watch the
video clip about how to punctuate direct speech, once again individually with
their individual iPads and earphones (Observation, Lesson observation notes,
No. 9, Year 6). At this stage, the unit of activities moved from as a whole class
to individual; however, the children were still taking in the new information.
Therefore, the type of activity at this stage can be described as ‘intake
individually’. The teachers were also frequently clarifying some vocabulary at
this stage, for example, in Class Teacher 2’s class in Year 5, Class Teacher 2
often stopped the children’s individual reading activity and asked the children
the meaning of the words such as ‘clever and ‘persuasive’ in the text

(Observation, Lesson observation notes, No. 6, Year 5).

After reading texts or watching video clips as a whole class and individually,
the nature of the activities changed from taking in to producing. In this stage,
the children were asked to tell a summary of what they just had read or
watched in pairs or in groups with three children. In Year 5, after the individual
reading of the extract from Heracles, Class Teacher 2 made pairs and small

groups and asked the children to tell a summary of the story to their partners
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(Observation, Lesson observation notes, No. 4, Year 5). At this stage, the main
purpose was to produce a summary based on what they had read or watched
in order to tell someone; therefore, the type of activities in this stage can be

described as ‘producing for interaction’.

Then, in the next stage, the children were asked to identify the features or
characteristics of the topic and to use them to complete their own tasks. The
nature of activities moved to application. In Year 5, Class Teacher 3 asked the
children to discuss in pairs these two questions; “What is a myth?” and “What
features do they include?” Also, the children were asked to find examples of
the settings, the main events, the characters, and the ending part in the extract
of Heracles (Observation, Lesson observation notes, No. 3, Year 5). In Class
Teacher 1’'s class in Year 5, with the same topic of Greek myths, after
identifying the characters in the extract of Heracles, the children were asked
to write the names of the characters they had found into the table on their
handouts (Observation, Lesson observation notes, No. 5, Year 5). In this stage
of application, the children were asked to write the features of Greek myths
that they had just identified to complete the tables on their handouts, in other
words, the children started to use the new knowledge that they had just learned
to solve the problems. In this stage of application, the activities for utilising new

knowledge were carried out immediately after learning the new knowledge.

Towards the end of the lessons, the children were asked to recall what they
had learned about the features of the topics during the lesson as a whole class.
In Year 5, Class Teacher 3 asked the children which genre they had learned
in the lesson today, and the children answered ‘horror’ all together with lively
voices (Observation, Lesson observation notes, No. 1, Year 5). Also, in Year
6, towards the end of the lesson, Class Teacher 4 summarised the lesson
briefly and asked the whole class these questions: “What have we done?” and
“‘What is something that we need to remember from today?” Some of the
children answered how to punctuate the direct speech correctly, including the
use of apostrophes and commas (Observation, Lesson observation notes, No.
9, Year 6). Table 4.5 summarises the process of acquiring new knowledge in

English lessons.
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Table 4.5: The process of acquiring new knowledge in English lessons

Nature of Activities

Levels of Unit

Examples of Activities

Intake

Intake

Produce

Application

L Recall

Whole class

Individual

Pairs

Individual

Whole class

Reading a text displayed on the interactive whiteboard.
Reading a text on handout.
Watching a video clip played on the interactive whiteboard.

Reading the text on handout individually.
Watching the video clip with iPad individually.

Summarising the text that the children had read.
Telling the summary to their partners.

Identifying the features of the topic in the
text. Applying the identified features to their
tasks.

Recalling the new knowledge that they learned.




In the process of accruing new knowledge, there were five phases, and the
activities were taking place: as whole class; in pairs; and individually. At the
beginning and the end of the process, the unit was whole class, which was the
largest. When the children produced a summary based on the new knowledge,
they were interacted in pairs, and the activities were conducted orally. In the
phase of application of the new knowledge, the activities were carried out

individually in written form.

Thus, the data revealed that new knowledge to be taught in English lessons in
Year 5 and Year 6 was formed by selecting lesson topics from the PFL in the
Primary National Strategy in England’s national curriculum, which contributed
to learning specialised knowledge. Selecting lesson topics from the documents
of England’s national curriculum assured that the contents of the curriculum
for English were similar to those of the schools’ in the UK. This was because
the school had the children who were going to transfer to the schools in the UK,
so the schools needed to have a balance between being flexible and teaching
similar contents as the schools in the UK. However, the data revealed that the
lesson topics were selected according to the children’s interests for their
motivation, which was everyday knowledge that the children brought into the
school. This influence by the children on the selection of knowledge for English
lessons cannot be ignored. Although the teachers ‘select’ the elements from
England’s national curriculum, the children may ‘decide’ knowledge to be

taught in English lessons.

Regarding the culturally extended curriculum in the Japanese context thatthe
teachers emphasised in the interviews, the data revealed that few resources
based on the Japanese context were used in the English lessons; there was
only one lesson that used the photos that the children took during their school
trip to Mt. Takao as stimulus for creating poems. On the contrary, most of the
resources used in the English lessons were selected from the British context,
despite the fact that these resources were carefully selected to have a good
balance between different genres. In the only one culturally extended lesson
observed in the course of the data collection, the context was Irish culture,
which was the class teacher's hometown. Therefore, as the examples the
149



teachers raised in the interviews, the culturally extended curriculum in the
Japanese contexts was conducted in other subjects such as history, and little
evidence of the Japanese context was identified in English lessons in Year 5

and Year 6 in the school.

In summary, the children were expected to develop their ability to apply new
knowledge as well as acquiring new knowledge. The children were learning
specialised knowledge such as English grammar, punctuation and vocabulary
that were related to the lesson topics, however, the children were asked to
utilise the specialised knowledge in their own tasks or writings. Regarding the
selection of the specialised knowledge such as English grammar or lesson
topics, the comparison between the grammatical concepts in the lesson plans
in the school and in the statutory requirements showed that the teachers were
not following the statutory requirements in detail, and there were negative
views towards teaching of English grammar in English lessons. This suggested
that the teaching of grammar did not match the aims of English lessons that
the teachers were seeking, where the teachers wished to develop the
children’s everyday knowledge beyond literacy. Also, the everyday knowledge
that the children brought into school such as personal interests had an
influence on the selection of the lesson topics by the teachers. Although the
children were acquiring the specialised knowledge in the English lessons, the
teachers’ views towards the aims for the English lessons and the everyday
knowledge that the children brought into the school affected the specialised
knowledge that was taught in the English lessons. In the next section, the
details of the selection of elements from England’s national curriculum will be

discussed.
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4.4 Fidelity to England’s National Curriculum

The head teacher said that the school was quite strictly following England’s
national curriculum. She also said that the school could be flexible in terms of
practising the national curriculum,because it did not have to implement the
national curriculum as state schools in the UK do. The class teachers
emphasised that they were in a position of being able to select the elements
from the national curriculum and add their ideas because their school was
independent, being outside the UK. In this section, the details of the selection
of elements from England’s national curriculum and the teacher’s perspectives
towards its application to English lessons in the school are presented under
the theme of Fidelity to England’s national curriculum, which emerged through

the process of data reduction.

As a result of analysis of the English lesson planning sheets, patterns of the
selection of learning objectives from England’s national curriculum for the
English lessons in Year 5 and Year 6 were identified. Learning objectives for
each unit were stated according to three categories: text level; sentence level,
and word level. The learning objectives were taken from the Core Learning in
Literacy by Strand in the Primary National Strategy: the Primary Framework
for Literacy. Table 4.6 shows the learning objectives stated in a lesson plan for

a unit of Greek myths in Year 5.
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Table 4.6: The learning objectives stated in a Year 5 lesson plan for a unit of Greek myths

Text level

Sentence level

Word level

Objective 2 (Listening and responding)

“Analyse and evaluate how speakers present points
effectively through use of language and gesture”

Objective 7 (Understanding and interpreting texts)

“Understand underlying themes, causes and points
of view”

‘Compare different types of narrative and
information texts and identify how they are
structured”

“Explore how writers use language for comic and
dramatic effects”

Objective 8 (Engaging and responding to texts)

“‘Compare how writers from different times and
places present experiences and use language”

Objective 9 (Engaging and responding to texts)

“‘Reflect independently and critically on their own
writing and edit and improve it”

Objective 11
(Sentence structure and punctuation)

“‘Adapt sentence construction to
different text types, purposes and
readers”

“Use punctuation to clarify meaning
iIn complex sentences

(Year 6 objective)”

“Taught through weekly
spellings and 1 word
level session, outside of
the literacy hour”



http://nationalstrategies.standards.dcsf.gov.uk/steps_in_learning/34758/34270/110206/110238
http://nationalstrategies.standards.dcsf.gov.uk/steps_in_learning/34758/34270/110206/110238
http://nationalstrategies.standards.dcsf.gov.uk/steps_in_learning/34758/34270/110208/110238
http://nationalstrategies.standards.dcsf.gov.uk/steps_in_learning/34758/34270/110208/110238
http://nationalstrategies.standards.dcsf.gov.uk/steps_in_learning/34758/34270/110208/110238

€at

“Use different narrative techniques to engage and
entertain the reader”

“Select words and language drawing on their
knowledge of literary features and formal and
informal writing”

Objective 10 (Text structure and organisation)

“Use paragraphs to achieve pace and emphasis”




In Table 4.6, six headings of ‘key areas’ were selected from the Core Learning
in Literacy by Strand in the Primary National Strategy: the Primary Framework
for Literacy: learning objective 2 (Listening and responding); learning objective
7 (Understanding and interpreting texts); learning objective 8 (Engaging and
responding to texts); learning objective 9 (Engaging and responding to texts);
learning objective 10 (Text structure and organisation); and learning objective
11 (Sentence structure and punctuation). Table 4.7 compares the selected
learning objectives and the original learning objectives in the Core Learning in
Literacy by Strand in the Primary National Strategy: the Primary Framework

for Literacy.

[Blank space]
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Table 4.7: A comparison between learning objectives in the lesson plan and in the Primary Framework for Literacy

Selected Learning Objectives
for the Lesson Plans

Original Learning Objectives
in the Primary Framework for Literacy

Learning objective 2: Listening and responding

Learning objective 2: Listening and responding

“Analyse and evaluate how speakers present points effectively
through use of language and gesture.”

“Analyse the use of persuasive language.”

“Identify different question types and evaluate their impact on the
audience.”

“Identify some aspects of talk that vary between formal and informal
occasions.”

Learning objective 7: Understanding and interpreting texts

Learning objective 7: Understanding and interpreting texts

“‘Compare different types of narrative and information texts and
identify how they are structured.”

“Explore how writers use language for comic and dramatic
effects.”

“‘Compare how a common theme is presented in prose.”
“Understand underlying themes, causes and points of view.”

“Compare different types of narrative and information texts and
identify how they are structured.”

“Explore how writers use language for comic and dramatic effects.”
“Make notes on and use evidence from across a text to explain
events or ideas.”

“Infer writers' perspectives from what is written and from what is
implied.”

“Distinguish between everyday use of words and their subject-
specific use.”



Learning objective 8: Engaging with and responding to
texts

Learning objective 8: Engaging with and responding to texts

“‘Reflect on reading habits and preferences and plan personal
reading goals.”

“Compare how writers from different times and places present
experiences and use language.”

“Reflect on reading habits and preferences and plan personal
reading goals.”

“Compare the usefulness of techniques such as visualisation,
prediction and empathy in exploring the meaning of texts.”
“Compare how a common theme is presented in poetry, prose and
other media.”

Learning objective 9: Creating and shaping texts

Learning objective 9: Creating and shaping texts

“‘Reflect independently and critically on their own writing and
edit and improve it.”

“Experiment with different narrative form and styles to write
their own stories.”

“Vary the pace and develop the viewpoint through the portrayal
of action and selection of detail.”

“Use different narrative techniques to engage and entertain the
reader.”

“Select words and language drawing on their knowledge of
literary features and formal and informal writing.”

“To adapt writing for different readers and purposes by
changing vocabulary, tone and sentence structures to suit.”
“To discuss and edit writing for clarity and correctness.”

“‘Reflect independently and critically on their own writing and edit
and improve it.”

“Experiment with different narrative forms and styles to write their
own stories.”

“Vary the pace and develop the viewpoint through the use of direct
and reported speech, portrayal of action and selection of detail.”
“Adapt non-narrative forms and styles to write fiction or factual texts,
including poems.”

“Create multi-layered texts, including use of hyperlinks and linked
web pages.”
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Learning objective 10: Text structure and organisation

Learning objective 10: Text structure and organisation

“Use paragraphs to achieve pace and emphasis.”

“Experiment with the order of sections and paragraphs to achieve
different effects.”

“Change the order of material within a paragraph, moving the topic
sentence.”

Learning objective 11: Sentence structure and punctuation

Learning objective 11: Sentence structure and punctuation

“Adapt sentence construction to different text types, purposes
and readers.”

“Use punctuation to clarify meaning in complex sentences.”
“Express subtle distinctions of meaning, including hypothesis,
speculation and supposition, by constructing sentences in
varied ways.”

“To be able to punctuate sentences accurately, including using
speech marks.”

“Use punctuation to clarify meaning in complex sentences.”

“Adapt sentence construction to different text-types, purposes and
readers.”

“Punctuate sentences accurately, including using speech marks and
apostrophes.”




The analyses for Table 4.7 identified that there were four tendencies when the
teachers selected the learning objectives from the PFL: a) not all the learning
objectives in the PFL were selected; b) some of the learning objectives were
selected without changes; ¢) some of the learning objectives were omitted;

and d) some new learning objectives were created and added by the teachers.

For the Year 5 lesson plans, the teachers selected six key areas out of twelve
from the PFL. In the selected learning objective 7 (understanding and
interpreting texts), these two learning objectives were adopted from the PFL
without any amendments: “compare different types of narrative and
information texts and identify how they are structured”; and “explore how
writers use language for comic and dramatic effects”, whereas the teachers
omitted these three learning objectives: “make notes on and use evidence from
across a text to explain events or ideas”; “infer writers' perspectives from what
is written and from what is implied”; and “distinguish between everyday use of
words and their subject-specific use”. Instead, the teachers added these new
learning objectives to the lesson plan: “compare how a common theme is
presented in prose” and “understand underlying themes, causes and points of

view” (Documents, Lesson plans, No. 1, Year 5).

Table 4.8 shows the learning objectives stated in a lesson plan for a unit of
balanced arguments in Year 6 (Documents, Lesson plans, No. 5, Year 6). Like
the learning objectives in the Year 5 lesson plan, the learning objectives were
selected from the Core Learning in Literacy by Strand in the Primary National

Strategy: the Primary Framework for Literacy.
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Table 4.8: The learning objectives stated in a Year 6 lesson plan for a unit of balanced arguments

Text level

Sentence level

Word level

Objective 6 (Word structure and spelling)
“Use a range of appropriate strategies to edit,
proofread and correct spelling in their own
work, on paper and on screen”

Objective 7 (Understanding and interpreting texts)
“Recognise rhetorical devices used to argue,
persuade, mislead and sway the reader”

Objective 8 (Engaging and responding to texts)
“Compare how writers from different times and
places present experiences and use language”

Objective 9 (Creating and shaping texts)
‘In  non-narrative, establish, balance and
maintain viewpoints”

Objective 10 (Text structure and organisation)
‘Use varied structures to shape and
organise text coherently”

“Use paragraphs to achieve pace and
emphasis”

Objective 11

(Sentence structure and punctuation)
“Express subtle distinctions of
meaning, including hypothesis,
speculation and supposition, by
constructing sentences in varied

ways”

“Use punctuation to clarify
meaning in complex sentences”

Objective 6

(Word structure and spelling)
“Use a range of appropriate
strategies to edit, proofread
and correct spelling in their
own work, on paper and on
screen”




In Table 4.8, six headings of key areas were selected for the lesson plan:
learning objective 6 (Word structure and spelling); learning objective 7
(Understanding and interpreting texts); learning objective 8 (Engaging and
responding to texts); learning objective 9 (Creating and shaping texts);
learning objective 10 (Text structure and organisation); and learning objective
11 (Sentence structure and punctuation). Table 4.9 compares the selected

learning objectives and the original learning objectives in the PFL in Year 6.

[Blank space]
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Table 4.9: A comparison between learning objectives in the lesson plan and in the Primary Framework for Literacy in Year 6

Selected Learning Objectives for the Lesson Plan

Original Learning Objectives in the Primary Framework for Literacy

Learning objective 6: Word structure and spelling

Learning objective 6: Word structure and spelling

“Use a range of appropriate strategies to edit,
proofread and correct spelling in their own work, on
paper and on screen.”

“Use a range of appropriate strategies to edit, proofread and correct
spelling in their own work, on paper and on screen.”

Learning objective 7:
Understanding and interpreting texts

Learning objective 7: Understanding and interpreting texts

“Recognise rhetorical devices used to argue,
persuade, mislead and sway the reader.”

“‘Recognise rhetorical devices used to argue, persuade, mislead and sway
the reader.”

“‘Appraise a text quickly, deciding on its value, quality or usefulness.”
“Understand underlying themes, causes and points of view.”
“Understand how writers use different structures to create coherence and
impact.”

“Explore how word meanings change when used in different contexts.”

Learning objective 8:
Engaging with and responding to texts

Learning objective 8: Engaging with and responding to texts

“Compare how writers from different times and places
present experiences and use language.”

“‘Compare how writers from different times and places present
experiences and use language.”

“‘Read extensively and discuss personal reading with others, including in
reading groups.”

“Sustain engagement with longer texts, using different techniques to make
the text come alive.”
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Learning objective 9: Creating and shaping texts

Learning objective 9: Creating and shaping texts

“In non-narrative, establish, balance and maintain
viewpoints.”

“In non-narrative, establish, balance and maintain viewpoints.”

“Set their own challenges to extend achievement and experience in
writing.”

“Use different narrative techniques to engage and entertain the reader.”
“Select words and language drawing on their knowledge of literary
features and formal and informal writing.”

‘Integrate words, images and sounds imaginatively for different
purposes.”

Learning objective 10: Text structure and
organisation

Learning objective 10: Text structure and organisation

“Use varied structures to shape and organise text
coherently.”
“Use paragraphs to achieve pace and emphasis.”

“Use varied structures to shape and organise text coherently.”

“‘Use paragraphs to achieve pace and emphasis.”

“Express subtle distinctions of meaning, including hypothesis, speculation
and supposition, by constructing sentences in varied ways.”

Learning objective 11: Sentence structure and
punctuation

Learning objective 11: Sentence structure and punctuation

“‘Express subtle distinctions of meaning, including
hypothesis, speculation and supposition, by
constructing sentences in varied ways.”

“Use punctuation to clarify meaning in complex
sentences.”

“Express subtle distinctions of meaning, including hypothesis,
speculation and supposition, by constructing sentences in varied ways.”
“Use punctuation to clarify meaning in complex sentences.”




The analysis for Table 4.9 revealed that the tendency of selecting learning
objectives was similar to the ways in Year 5, except that there were no learning
objectives added by the teachers. Like Year 5, not all the learning objectives
were selected, and the learning objectives were either adopted without
amendments or omitted. However, no new learning objectives were added by

the teachers.

Thus, both Year 5 and Year 6 groups selected the learning objectives for
English lessons from the Core Learning in Literacy by Strand in the Primary
National Strategy: the Primary Framework for Literacy, and some of the
learning objectives stated in the lesson plans were adopted without changes.
The analysis for the selection of the learning objectives revealed that decisions
about whether new learning objectives were added were made within each
year group rather than a whole school. In fact, the teachers in the school had
a strong sense of working as a ‘team’ in each year group: “we tend to work
closely in our year groups, we plan weekly, fortnightly to discuss everylesson
in our team so that we are all happy about the lessons” (Class Teacher 6,
interview 7, lines 82-84); “it depends on the year groups you’re in, in my year
group, we meet and plan based on the units that are in the National Curriculum
for Year 6 ... and then as a year group, we plan a unit together that meets the

objectives” (Class Teacher 5, interview 6, lines 17-20).

The analysis of the selection of the key areas from the Core Learning in
Literacy by Strand in the Primary National Strategy: the Primary Framework
for Literacy revealed that some of the key areas were selected repeatedly
whereas some key areas were not selected at all. Table 4.10 shows which key
areas were selected for lesson plans according to lesson topics.
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Table 4.10: The key areas selected for each lesson topic

School Years Lesson Topics Key Areas in the Primary Framework for Literacy
3 4 5 6 7 8 9 10 11 12
Significant authors 4 v v
Year 5
Horror stories 4 v v v
Greek myths v v v v v
Autobiography
& Biography v v v
Balanced arguments v v v v v v
Crime mystery v v v v
Year 6
Second World War v v v v v
Letters v v v v v
Journalistic writing v v v v
Poetry v v v v v v
Key areas
1) Speaking

2) Listening and responding

3) Group discussion and interaction

4) Drama

5) Word recognition

6) Word structure and spelling

7) Understanding and interpreting texts
8) Engaging with and responding to texts
9) Creating and shaping texts

10) Text structure and organisation

11) Sentence structure and punctuation
12) Presentation



The analysis for Table 4.10 revealed that out of twelve key areas in the PFL:
1 speaking; 2 listening and responding; 3 group discussion and interaction; 4
drama; 5 word recognition; 6 word structure and spelling; 7 understanding and
interpreting texts; 8 engaging with and responding to texts; 9 creating and
shaping texts; 10 text structure and organisation; 11 sentence structure and
punctuation; 12 presentation, the learning objective 9 ‘creating and shaping

texts’ was selected for every unit in both Year 5 and in Year 6.

The learning objective 7 ‘understanding and interpreting the texts’ and the
learning objective 11 ‘sentence structure and punctuation’ were also selected
highly in both Year 5 and Year 6, whereas the learning objective 1 ‘speaking’,
the learning objective 4 ‘drama’, the learning objective 5 ‘word recognition’ and
the learning objective 12 ‘presentation’ were not selected at all for the
curriculum for English in Year 5 and Year 6. This suggested that the learning
objectives related to reading and writing in the PFL tended to be selected more
frequently than learning objectives based on speaking and listening activities.
This tendency of selecting the learning objectives may indicate that oracy has

less place than literacy in the curriculum for English in Year 5 and Year 6.

The learning objectives selected from the PFL were not specific enough for
the day-to-day English lessons in the school; therefore, the selected learning
objectives needed to be ‘translated’: “these [learning objectives from the
Primary Framework for Literacy] are quite broad objectives for a unit so as a
team we then break them down into child friendly objectives for each lesson”
(Class Teacher 4, interview 5, lines 77-79). As a result, the weekly learning
objectives were produced by the teachers based on the selected learning
objectives from the PFL. Table 4.11 shows the weekly learning objectives for

the unit of Greek myths in Year 5 (Documents, Lesson plans, No. 1, Year 5).
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Table 4.11: The weekly learning objectives In a Year 5 lesson plan for the unit of Greek myths

Lesson Week

Weekly Learning Objectives

Relevant Key Areas

1

a A w N

10
11
12
13

“To begin to understand the features of a myth”

“To understand the features of Greek myths”

“To create a character profile which engages the reader”
“To be able to edit and improve my writing”

“To be able to identify and sequence the key events in a myth”
“To be able to plan a myth which incorporates the relevant
features”

“To be able to plan a myth which incorporates the relevant
features”

“To write an introduction which captures the interest of the reader”
“To be able to write the build up for a story”

“To be able to write the main event for a story”

“To be able to write the resolution for a story”

“To be able to write the ending for a story”

“To be able to edit and improve my writing”




The analyses for Table 4.11 revealed that the most relevant key areas implied
in the weekly learning objectives were: 7 ‘Understanding and interpreting texts’;
8 ‘Engaging with and responding to texts’; 9 ‘Creating and shaping texts’; and
10 ‘Text structure and organisation’. These key areas intended to develop
reading and writing, and in the process of achieving these weekly learning
objectives, key areas such as 5 ‘Word recognition’; 6 ‘Word structure and
spelling’; 11 ‘Sentence structure and punctuation’ would need to be covered.
However, key areas related to speaking and listening such as 1 ‘Speaking’; 2
‘Listening and responding’; 3 ‘Group discussion and interaction’ 4 ‘Drama’ or
12 ‘Presentation’ were not implied in the weekly learning objectives created by

the teachers.

Although the key areas related to speaking and listening were not selected
from the PFL or implied in the weekly learning objectives produced by the
teachers, a number of activities related to speaking and listening, especially
the activities based on discussions, were indicated as ‘suggested activity’ in
lesson plans. For example, for the unit of Greek myths in Year 5, the activities
based on discussions were stated as “to discuss anything they already know
about Greek myths; to show them the short video clip of Theseus and the
Minotaur and then spend some time discussing the story and its features”
(Documents, Lesson plans, No. 1, Year 5). In Year 6, for the unit of balanced
arguments, the activities based on discussions were also seen in the
‘organisation’ section as, “then discuss and take ideasfrom the class — reveal
its use and share the positive and negatives of a device like this” (Documents,
Lesson plans, No. 5, Year 6). Therefore, even though the key areas related to
speaking and listening were not stated as learning objectives in lesson plans;
the activities based on speaking and listening were stated as ‘suggested

activity’ in lesson plans.

When the present study was being conducted, English lessons in Year 5 and
Year 6 in the school were planned based on England’s National Curriculum,
which was introduced to most of the state schools in England in 1988. The

comments from the teachers regarding the National Curriculum 1988 were
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positive in general: “[I] agree with the basics of it. It [the National Curriculum
1988] is straightforward” (Class Teacher 1, interview 2, lines 154-155); “[the
National Curriculum 1988] is good as it provides a framework” (Class Teacher
2, interview 3, line 54); “[I] agree with the main principles [of the National
Curriculum 1988]” (Class Teacher 3, interview 4, line 47); “collage is good”
(Class Teacher 4, interview 5, line 54); “[learning] objectives are good” (Class
Teacher 5, interview 6, line 34). Thus, the teachers in the school did not have

objections regarding the use of the National Curriculum 1988.

Some of the teachers raised several issues in relation to the organisation and
the contents of the National Curriculum 1988: “statements are very general”
(Class Teacher 4, interview 5, line 52); “[the National Curriculum 1988] focuses
too much on non-fiction” (Class Teacher 5, interview 6, line 34-35). Class
Teacher 4 pointed out that the statements in the National Curriculum 1988
were very general and Class Teacher 5 mentioned the balance between fiction
and non-fiction; however, the class teachers appeared to solve the issues by
producing the weekly learning objectives based on the learning objectives
selected from the PFL or by selecting resources from a wide range of genres

for lesson plans.

The head teacher noted in her interview both that the national curriculum was
followed quite strictly but also that there was the flexibility in practising
England’s national curriculum. The class teachers’ views towards its
application in the lessons were similar to the head teacher’s response on the
flexibility: “we need to use it [the National Curriculum] as a base because we
are a British school” (Class Teacher 1, interview 2, line 61); “the National
Curriculum is used as a basis for planning and teaching lessons” (Class
Teacher 2, interview 3, lines 45-46); “the National Curriculum is always our
starting point to ensure we are progressive with the units we are teaching”
(Class Teacher 4, interview 5, lines 44-45); “we use the National Curriculum
levels to inform our planning” (Class Teacher 6, interview 7, lines 54-55 ). Four
class teachers said that they were using England’s national curriculum as a

base.
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The class teachers also said that they could be selective towards the elements
of England’s national curriculum and that the flexibility they had was a positive
factor for planning their lessons: “we do have a bit more freedom to adapt or
not use parts as we wish” (Class Teacher 2, interview 3, lines 56-57); “we are
in a position to be freer with our curriculum’ (Class Teacher 6, interview 7, lines
55-56); “it's quite nice because you can pick and choose within reasons”
(Class Teacher 1, interview 2, line 118); “we tend to make it our own curriculum
by cherry-picking the best bits” (Class Teacher 6, interview 7, lines 56-57);
“although many of the units will have the basis from the National Curriculum,

we can add our own twists” (Class Teacher 1, interview 2, lines 67-68).

The class teachers raised the reason for being able to be selective about the
elements in England’s national curriculum. One was the type of school the LBS
was, a private and independent British international school, and the other
reason was the geographical environment of the school, which was outside
the UK: “we have the advantage of being able to adapt a little bit to our setting
and make things applicable to our place as an international school in Asia and
in Japan” (Class Teacher 1, interview 2, lines 65-66); “with being a British
school, the National Curriculum is used as a basis for planning and teaching

lessons” (Class Teacher 2, interview 3, lines 45-46).

One of the common responses from the class teachers in their interviews was
that they were in a position to adapt the elements of England’s national
curriculum or added their own twists to the elements according to their context,
which was being a British international school in Japan. However, the analysis
of the learning objectives created and added by the class teachers in lesson
plans revealed that these were not adapted to their context. Table 4.12 shows
the learning objectives created and added by the class teachers to the Year 5
lesson plan for the topic of Greek myths (Documents, Lesson plans, No. 1,
Year 5).
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Table 4.12: The learning objectives added by the teachers to a Year 5 lesson plan

Learning Objectives
Added by the
Teachers

“‘Understand underlying themes, causes and points of view”
“‘Compare how writers from different times and places present experiences and
use language”

“Use different narrative techniques to engage and entertain the reader”

“Select words and language drawing on their knowledge of literary features and
formal and informal writing”

“To adapt writing for different readers and purposes by changing vocabulary, tone
and sentence structures to suit”

“To discuss and edit writing for clarity and correctness”
“Use paragraphs to achieve pace and emphasis”

“Use punctuation to clarify meaning in complex sentences”

“Express subtle distinctions of meaning, including hypothesis, speculation and
supposition, by constructing sentences in varied ways”

“To be able to punctuate sentences accurately, including using speech marks”
“Use punctuation to clarify meaning in complex sentences”




The analysis for Table 4.12 revealed that there were no elements related to
Asian or Japanese context in the learning objectives that were created and
added by the teachers, despite the class teachers’ comments in relation to
adaptation of the elements of England’s national curriculum according to their
context. In fact, when the teachers mentioned the extended curriculum in a
Japanese context, they talked about the examples from other subjects, not
English: “we have been trying with other elements of like Japanese culture and
things like that, we've been teaching in other subjects like history, which will
motivate children and get them interested” (Class Teacher 1, interview 2, lines
16-19).

When selecting elements from England’s national curriculum, the decisions
were largely left to the class teachers’ discretion, and the selection of the
elements were carried out at the meetings for producing lessons plans: “| think
she [the head teacher ] trusts the experience of the staff to be able to decide,
you know we have a lot of experienced teachers particularly and they can
decide what units would be best” (Class Teacher 1, interview 2, lines 245-247);
“‘we have ‘planning meetings’ to go through what we are about to teach in the
next few weeks and then those meetings we often have had time to look at the

previous planning ...” (Class Teacher 1, interview 2, lines 76-78).

In the actual process of selecting the elements from England’s national
curriculum, the class teachers referred to England’s national curriculum,
particularly to the Primary National Strategy: the Primary Framework for
Literacy: “we also use the National Literacy Framework. This is where our
objectives are selected from” (Class Teacher 4, interview 5, lines 45-46).
Further, the data revealed that the National Literacy Strategy that had been
introduced to most of the state schools in the UK in 1998 was still regarded as

a highly important document for planning English lessons:
We'd refer partly to the National Curriculum but | mean mostly to the

Literacy Framework, which isn’t, now an old document, it still exists.

Well, it's kind of passed it’s time but | think a lot of teachers still do refer
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to that because that gives you the ideas for units of, you know topics
really ... you can still find it online (Class Teacher 1, interview 2, lines
93-96).

The class teachers were also using the documents produced by the then QCA,
for selecting lesson topics:

The QCA documents, they are suggestions traditionally, when the QCA
existed, it doesn’t exist anymore but they did suggest programmes of
studies so that you could base like your skills teaching around a kind of
three to four week unit of work, and some of those are perfectly fine we
still teach some those like, you know journalistic style writing something
like that ... (Class Teacher 1, interview 2, lines 235-239).

This use of documents suggested that the class teachers in the school
continued to use the documents in England’s national curriculum once they
found them useful for planning English lessons, even if the documents were
published decades ago, or the organisation that published the documents no
longer existed, because they believed that the ‘essence’ in these documents
have not changed: “a lot of this kind of thing changes quite regularly anyway ...
a lot of it is just very similar anyway, but it's just been worded differently,

presented differently” (Class Teacher 1, interview 2, lines 185-186).

Along with the flexibility towards the selection of elements from England’s
national curriculum, another advantage with regard to teaching English in a
British international school in Japan was raised by the teachers, which was the

implementation of national tests:

This school, the primary school, we don't tend to put a huge amount of
emphasis on the SAT exams. | think in some schools in the UK, they [SATS]
can take-over in Year 6, you can dominate the whole curriculum, that's a
shame because a lot of the learning goes towards the specific test rather

than you know just overall aims of literacy so, you know I'm quite happy in
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this school, we don't tend to too much exams focus (Class Teacher 1,
interview 2, lines 222-227).

Although it was not mandatory for the LBS to implement the national tests,
they still could not be too far away from the schools in the UK because of the
children who were going to transfer to the schools in the UK: “we are a British
school so we need to be able to accept and send children to the schools in the
UK who run the British National Curriculum and that we need to be able to
provide smooth transition so it's not completely different” (Class Teacher 1,
interview 2, lines 61-64). Therefore, even though it was not necessary for the
school to follow the statutory requirements stated in England’s national
curriculum, the school’s responsibility, which was to transfer these children to
the schools in the UK smoothly, had a significant influence on the English

lesson planning.

Also, because of the context of the school, the class teachers did not consider
the introduction of the new national curriculum in 2014 as a significant event

to the school:

If you were in the UK, this would be something that would have affected
the school a lot more | think. We've | think we had one training session
where we got together with the staff and had a look at some of the new
documents. But it’s really just sort of we are aware and doesn’t impact
us that we have to change anything, I think. (Class Teacher 1, interview
2, lines 174-178).

In fact, the class teachers did not appear to be well prepared for the changes
as of July 2014: “only from, you know, you do your own personal reading online
and things like that” (Class Teacher 1, interview 2, line 173); “only just starting
to look at the new proposals for the 2014 curriculum, so not that
knowledgeable yet!!” (Class Teacher 2, interview 3, lines 61-62), “at this stage,
| couldn’t comment as | haven’t looked into the new curriculum enough” (Class

Teacher 4, interview 5, lines 61-62); “I don’t know too much about it yet to be
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perfectly honest” (Class Teacher 5, interview 6, line 50). The attitude of the
class teachers in the school towards the major transition for England’s national

curriculum was still ‘somebody else’s problem’ at this point.

Contrary to Class Teacher 2’s response that she was not that knowledgeable
yet, all of the teachers knew about the major changes to the National
Curriculum 2014, pointing out: “focus will be a lot more about Britain” (Class
Teacher 2, interview 3, line 64); “an emphasis on real life contexts” (Class
Teacher 3, interview 4, line 54); “brand new focus on grammar, punctuation
and spelling” (Class Teacher 5, interview 6, lines 51-52). In fact, the head
teacher's comments towards the new National Curriculum 2014 appeared to
summarise the overall responses of the teachers: “we can wait and see which
elements will be successful in England ... but we cannot wait too long because
we need to be able to provide smooth transition for the pupils who are going
to move to the schools in the UK” (Head teacher, interview 1, lines 129-132).
Thus, the children who were going to transfer to the schools in the UK or to
other British international schools had significant influence on the school’s

curriculum when a national curriculum was enacted in a different context.

The analysis of the observed lessons revealed that the teachers were
conducting elements of the key areas that were not selected for lessons plans.
In a Year 5 English lesson for the topic of Greek myths, Class Teacher 3 asked
the children some questions about the feature of a myth, then the children
discussed in pairs and wrote down the possible answers to these questions on
the individual whiteboards, (Observation, Lesson observation note, No. 3,
Year 5). In Year 6, Class Teacher 5 displayed an extract from the book, The
Westing Game by Ellen Raskin on the interactive whiteboard and explained
the activity, which was to listen to the detective story together as a whole class,
and then to discuss and identify the suspect in a detective story (Observation,
Lesson observation note, No. 8, Year 6). This suggested that although the key
areas 1 ‘Speaking’ and 3 ‘Group discussion and interaction’ in the PFL were
not selected as learning objectives for lesson plans, the activities based on

these key areas were planned by the teachers as ‘suggested activities’ for the
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lesson plans, and the suggested activities were carried out in the actual

English lessons.

In fact, the teachers emphasised that they were trying to adopt activities based

[

on speaking and listening as much as they could in English lessons: “we
always try to build in some speaking and listening activities before the children
write” (Class Teacher 4, interview 5, line 132); “[we often do] role play, hot
seating, debate, lots of pair discussion work, peer feedback, discussion of text
as a whole class...” (Class Teacher 2, interview 3, lines 131-132); “they might
do an activity of you know a series of quiz questions or partner discussion lot
of time to discuss between the children” (Class Teacher 1, interview 2, lines
513-515). Therefore, although there was little place for the key areas based
on oracy in lesson plans, the teachers conducted the key areas based on oracy

in actual lessons.

With regard to the activities for oracy, the school had a particular reason to
have many speaking and listening activities in English lessons, which was that
the school started to intake more Japanese national children and children with
EAL: “we are trying to incorporate more speaking and listening with the
growing numbers of EAL children” (Class Teacher 2, interview 3, lines 86-87);
“some of my Japanese children aren’t very good at communicating in longer
sentences, often one word answers so | try to have a speaking and listening
session wherever possible” (Class Teacher 6, interview 7, lines 90-92); “the
school is accepting more Japanese nationals and that means that language
has to be bigger focus for us, so that would always start with speaking and

listening aspects” (Class Teacher 1, interview 2, lines 255-257).

This increased intake of Japanese national children or EAL children was partly
because of the worldwide change in economic situation and the events related
to the Fukushima earthquake in 2012: “the type of children that the school is
accepting is changing a little bit since a lot of UK or American or Australian
nationals left Tokyo after the financial difficulties ... when they [the children] go

home all the conversation would be Japanese and reading Japanese books the
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challenge for us is to give them rich experience of kind of hearing and speaking
English firstly before they can develop other skills” (Class Teacher 1, interview
2, lines 253-262). Thus, the changes in demographic backgrounds of the
children in the school due to the economic and social events in Japan had
influence on planning English lessons, especially to enhance speaking and

listening activities in English lessons in Year 5 and Year 6 in the school.

The key area 5 ‘Word recognition’ was also not selected at all as learning
objectives in lesson plans; however, the teachers were practising this key area
associated with learning vocabulary by giving feedback on children’s writings
in their English exercise books. During a unit of Greek myths in Year 5, the
learning objective for this lesson was “to research and collect information about
the Greek gods”, and one pupil wrote about Apollo in his English exercise
book; however, he spelled ‘apollo’ instead of ‘Apollo’. Also, the pupil wrote a
sentence as, ‘poseidones symbols is trident, dolpins and Horses’. The class
teacher made correction to his writing in the exercise book, pointing out the
use of small letters and capital letters, and also pointed out the use of singular
and plural, ‘is’ and ‘are’. Underneath the pupils’ piece of writing, the teacher
made overall comments and highlighted to make sure the use of small letters
and capital letters as: “really good research, [the pupil’s name]. | think this
information will be useful. Check for capital letters” (Documents, English

exercise book, No. 2 Year 5).

The key areas 4 ‘Drama’ and 12 ‘Presentation’ were also not selected as
learning objectives in lesson plans; however, the activities related to these key
areas were observed in the actual lessons. During the unit of balanced
arguments in Year 6, one of the classes was practising a script of a play that
was created by the class teacher for their presentation at a coming assembly.
The script was about a debate show with the theme, “Are iPads good for
learning?” The children were holding their individual iPads that displayed the
script while rehearsing their short play (Observation, Lesson observation notes,
No. 12). Therefore, the key areas 4 ‘Drama’ and 12 ‘Presentation’, which were

not selected as learning objectives, were actually carried out in the actual
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English lessons. Thus, even though not all of the key areas were selected from
the PFL as learning objectives, the teachers covered all of the key areas in the

actual English lessons.

However, the activities based on the key areas 4 ‘Drama’ and 12 ‘Presentation’
were observed only once during the data collection for the present research;
therefore, the number of the activities in relation to these key areas were not
as high as the activities based on writing and reading. The teachers said that
they wished to adopt more drama activities for English lessons when being
asked what kind of activities they would like to do more in their lessons: “further
drama based activities. This engaged the children and helps them to become
more expressive when speaking, when reading and in writing” (Class Teacher
4, interview 5, lines 140-141); “probably drama, speaking and listening activities
... I think we focus, sometimes focus too much on writing and | think if you can’t
speak say in a certain way, it's impossible to write in that way ... so I think there
should be more a balance on speaking and listening and drama” (Class Teacher
5, interview 6, lines 75-80). Table 4.13 compares the key areas selected as
learning objectives for lesson plans and the key areas observed in the actual

English lessons in Year 5 and Year 6.
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Table 4.13: A comparison of key areas selected for lesson plans and observed in actual lessons in Year 5 and Year 6

Key Areas in the Primary Framework for Literacy
1 2 3 4 5 6 7 8 9 10 11 12
Selected for lesson v v v v v v v v
plans
Observed in the v | v v | v v v v v v v v v
actual lessons

Key areas

1) Speaking

2) Listening and responding

3) Group discussion and interaction

4) Drama

5) Word recognition

6) Word structure and spelling

7) Understanding and interpreting texts
8) Engaging with and responding to texts
9) Creating and shaping texts

10) Text structure and organisation

11) Sentence structure and punctuation
12) Presentation



Table 4.13 revealed that the key areas that were not selected from the PFL for
lesson plans were still carried out in the actual lessons. In fact, all of the key
areas in the PFL were covered in the actual English lessons in Year 5 and
Year 6 in the school. Thus, there were different outcomes regarding the fidelity
of the enactment of England’s national curriculum between the class teachers
and the actual lessons. The class teachers said that they were using England’s
national curriculum only as a basis, and they were in the position of being able
to select the ‘best’ elements from England’s national curriculum. In the process
of the selection of elements from England’s national curriculum to the
curriculum for English in the school, the class teachers selected the key areas
related to speaking and listening far less than the key areas related to reading
and writing. However, in the actual lessons, all of the key areas in the PFL
were covered by the teachers.

In summary, although the activities in the actual English lesson covered all of
the key areas, the selected elements from England’s national curriculum for
their lesson plans did not reflect what the class teachers would like to teach in
English lessons. For example, the key area ‘Drama’ was not selected for the
lesson plans at all in Year 5 and Year 6 even though the teachers said that
they wished to increase drama activities in the English lessons. The highly
selected elements for the lesson plans were grammar, spelling, punctuation,
reading and writing, which was the specialised knowledge that formed the
subject. The analysis revealed that the reason for this tendency was the
children who were supposed to transfer to the schools in the UK, where the
elements to be taught in the English lessons could not be too far away from
the schools in the UK. Thus, the particular situation that the children brought
into the school contributed to the teachers’ decision-making when selecting

elements from England’s national curriculum.
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4.5 Writing in the Curriculum

The key areas based on writing were selected from England’s national
curriculum for all of the lesson plans in the data as the head teacher highlighted
that writing was encouraged across the school. The English lessons were also
designed to produce children’s individual pieces of writing towards the end of
a unit. Recognising the high emphasis on writing across the data, in this
section, the teachers’ perspectives towards writing activities in English lessons
along with the roles of writing in English lessons are presented under the theme
of Writing in the Curriculum. The findings are presented in line with the two
roles of writing in English lessons: one was ‘utilising linguistic features in written
texts’, which was seen in the theory of literacy discussed in the Literature
Review chapter. The other role of writing in English lessons was: to offer the
children opportunities to experience real world activities, which was the pattern

identified in the process of data reduction.

The analysis of the ‘success criteria’ stated in all lesson plans in Year 5 and
Year 6 revealed that there were five types of writing activities: identifying
writing styles; applying writing styles; grammar and vocabulary; engaging to
the reader; and evaluation. Table 4.14 shows the five types of writing activities
implied in the success criteria and the examples stated in lesson plans in Year

5 and Year 6 (Documents, Lesson plans, No. 1-9, Year 5 and 6).
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Table 4.14: Five types of writing activities implied in the success criteria

Types of Activities

Examples of Success Criteriain Lesson Plans

Identifying
writing styles

Applying
writing styles

Grammar and
vocabulary

“Can | identify the features of an effective ending to bring a murder mystery story to a conclusive ending?”
“Can | identify formal writing styles?”

“Can | identify informal writing styles?”

“Can | recall the features of journalistic writing?”

“Can | identify the features within a newspaper article?”

“Can | recognise metaphors, similes, alliteration and personification?”

“Use ideas from the extracts read to help me write descriptively and in the style of the author”

“Include the features of diary writing identified in the previous session”

“Can | write an autobiography including all the key features?”

“Can | write a balanced argument which incorporates the features of the genre?”

“Can | apply the features of an effective mystery story when writing my own story?”

“Can | apply the features of an effective ending to bring a murder mystery story to a conclusive ending?”
“Can | write in journalistic style?”

“Can | write a poem which makes use of poetic devices such as: simile, metaphor, alliteration and
personification?”

“I can write complex sentences that are punctuated correctly with commas”
“Can | punctuate direct speech accurately?”

“Use at least 3 good adjectives”

“Can | use puns?”
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Engaging
to the reader

Evaluating texts

“Can | write concisely and precisely, making the purpose of my letter clear?”
“Can | write descriptively and with imaginative detail to entertain the reader?”
“[Begin sentences with] interesting sentence openers”

“Can | evaluate a text using my knowledge of the features of journalistic writing?”
“Can | explain what made the writing so successful and enjoyable?”




There were two types of success criteria in relation to writing styles. One was
to ‘identify’ the writing styles, the other was to ‘apply’ the writing styles totheir
own writings. Therefore, the children were asked to use the writing styles that
they identified in texts from various genres in their own original writings. By
applying the identified writing style to their own writing, the children were
experiencing the use of acquired new knowledge. The success criteria also
focused on ‘grammar and vocabulary’, which was an essential skill to produce
a piece of writing. The children were required to realise that there was a reader
of their writings and to communicate with the reader through their writing by
making the purpose of their writing clear or by deploying writing strategies to
amuse the reader. Evaluating texts from various genres also required the
children to utilise the new knowledge that they acquired in English lessons with

texts in texts from the real world outside the classroom.

In lesson plans, ‘suggested activities’ for writing were also stated (Documents,
Lesson plans, No. 1-9, Year 5 and 6). The analysis of the suggested activities
in relation to writing revealed that particular types of writing activities were
focused according to the phases of lesson weeks. Table 4.15 shows the types
of writing activities focused in the suggested activities according to lesson
weeks. Lesson weeks were divided into five stages: weeks 1-3; weeks 4-6;
weeks 7-9; weeks 10-12; and weeks 13 and 14.
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Table 4.15: Transition of writing activities according to lesson weeks

Lesson Weeks

Types of Writing Activities

Examples of Suggested Activities in Lesson Plans

1-3

4-6

7-9

Identifying a style of writing

Planning for a piece of
writing

Applying the style to their
own writings

“‘Complete a table of features of a given myths.”

“Write features that Roald Dahl uses in his writing into exercise books.
“Make notes on the sheet as the children watch a film.”

“Write down the name of the most likely suspect and post it in a secret
box.”

“Produce a plan for their piece of writing.”

“Plan ideas for new character and write a paragraph.”

“Plan a letter of complaint ...”

“Children to write the feedback into the individual children’s books and
give back to the child.”

“Plan and write in the style of the author.”

“This will be written in the style of the author ...”

“Children to read the feedback and change their trigger where
appropriate.”
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10-12

13-14

Completing writings

Evaluating writings

“Write the ending part of their story.”

“Leave children's final piece of writing on the tables and open all
classrooms.”

“Share examples of why they enjoyed others’ writing.”

“Evaluate against success criteria sticker and get a partner

to do the same.”

“Compare their rough draft against the class list of the features of diary
writing which they produced the previous day.”

“‘Ask a partner for feedback.”




In the introductory phase, the weeks between 1 and 3, the main tasks were to
identify a style of writing and to understand the current lesson topic. In the
weeks between 4 and 6, the children were asked to plan a piece of writing and
to improve their writings through peer feedback. In the weeks between 7 and
9, the children were expected to apply the writing style that they had identified
in the previous phases to their own writings. They continued sharing their

writings with peers for feedback.

In the weeks between 10 and 12, the children were expected to complete their
pieces of writing. In the final stage, the weeks 13 and 14, the children were
expected to reach the level where they could evaluate peer’s writings or other
texts related to the lesson topic. In the process of carrying out the suggested
activities for producing their own pieces of writing, the children were asked to
identify a style of writing; to apply the style to their own writings; and to develop
their criticality. Also, the children were sharing their writings with peers for
feedback throughout the phases except the introductory phase. These
characteristics of ‘identifying a writing style’; ‘applying the writing style to their
own writings’; and ‘evaluating writings’ were commonly seen in the success
criteria for writing stated in lesson plans. Thus, the analyses for the success
criteria and the suggested activities revealed that writing had a role for the

children to utilise new knowledge that they acquired in their own writings.

In lesson plans, ‘weekly learning objectives’ were also stated, which were
produced by the teachers in order to ‘interpret’ the learning objectives selected
from the PFL. The analysis of the weekly learning objectives in all lesson plans
in Year 5 and Year 6 revealed that writing was highly emphasised in lesson
plans, and the emphasis on writing in weekly learning objectives reflected the
tendency of the choice of key areas from the PFL. Table 4.16 shows which
words were most frequently used in the weekly learning objectives in all of the

lesson plans in Year 5 and Year 6.
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Table 4.16: The most frequently words used in weekly learning objectives in all of the lesson plans

No. Words Counts
1 write/writing 34
2 features 22
3 use/used/using 20
4 able 17
5 plan/planning 17
6 story 17
7 identify 16
8 style 10
9 language 9

10 understand/understanding 9




In Table 4.16, the words ‘write/writing’ were used most frequently in the weekly
learning objectives, which were produced by the teachers based on the
selected learning objectives from the Core Learning in Literacy by Strand in
the Primary National Strategy: the Primary Framework for Literacy. For
example, the weekly learning objectives such as: “to write an introduction
which captures the interest of the reader” (Documents, Lesson plans, No. 1,
Year 5); or “to share work with peers and experience a range of writing”
(Documents, Lesson plans, No. 4, Year 6). This suggested that the activities
based on writing were most emphasised in the weekly leaning objectives that

were produced by the teachers.

The word ‘feature’ was the second most frequently used. In the English lessons,
especially in the earlier weeks of the units, the children were often asked to
identify or understand the overall features of the writing styles seen in the topic:
“to understand the features of Greek myths” (Documents, Lesson plans, No. 1,
Year 5). Then, the words ‘use’ and ‘able’ came in third and fourth places
respectively. The weekly learning objectives often started with the phrases ‘to
use’ or ‘to be able to’ such as: “to use direct and reported speech in journalistic
writing” (Documents, Lesson plans, No. 9, Year 6); “to be able to edit and
improve my writing” (Documents, Lesson plans, No. 1, Year 5); “to be able to

write the opening of a story” (Documents, Lesson plans, No. 3, Year 5).

The words ‘plan’, ‘story’, ‘identify’ and ‘style’ were also used very often in the
weekly learning objectives. This can imply the ‘identify’ type of activities where
the children find the features of the writing style in a text in a particular genre.
These most frequently used phrases in the weekly learning objectives also
suggested the ‘application’ type of activities where the children use the
identified features in their own pieces of writing: “rewrite the letter in a formal
style, consequently having to identify the informal phrases for themselves and

making appropriate changes” (Documents, Lesson plans, No. 8, Year 6).
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With regard to teachers’ perspectives towards writing in English lessons, like

the head teacher, the class teachers also shared the idea of the synergistic

effect between writing and speaking: “so it’s following the model ... if you can’t
say the sentence you won'’t be able to write” (Class Teacher 1, interview 2,
lines 28-29); “[the 1988 National Curriculum] recognises the importance of
speaking and listening, this is vital if a child is going to write fluently” (Class
Teacher 4, interview 5, lines 55-56); “I think if you can’t speak in a certain way,
it's impossible to write in that way” (Class Teacher 5, interview 6, lines 76-77);
and the class teachers also perceived that there was a strong link between
reading and writing: “[I'd like to teach] more of a focus on reading. Good
readers, make good writers” (Class Teacher 4, interview 5, line 83); “l try to
get the idea across that the more they read the better the writing is” (Class

Teacher 5, interview 6, line 220).

Following their beliefs of the synergistic effect between writing and speaking,
the class teachers said they were carrying out speaking activities prior to the
writing activities in English lessons: “we always try to build in some speaking
and listening activities before the children write” (Class Teacher 4, interview 5,
line 132); “just giving them the opportunity to have time to discuss and talk
through things before actually you come to the writing style, so usually quite a
good build up before anything has to be written down” (Class Teacher 1,

interview 2, lines 33-35).

In English lessons in Year 5 and Year 6 in the school, the writing activities were
often aided by IT resources, and the class teachers had positive opinions
because the IT resources enabled the children and the teachers to write and
feedback to each other more effectively and productively: “they can edit their
work and change it and move it around. It's a lot more flexible, so that's been
a big one” (Class Teacher 1, interview 2, lines 345-346); “children in my class
continue writing at home and often send me work, that they have worked on,
via shared document on Google” (Class Teacher 6, interview 7, lines 174-175);
“they generally feel like they can write more [with laptop or iPads] and it's

easier to write for most of them ... my motivation for them is to write, so if it
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makes them write quicker and they can write more then | think it's better”
(Class Teacher 5, interview 6, lines 127-133).

In the real world, IT facilities such as PCs, smartphones, tablets, seem to be
becoming a significant part of writing activities. The class teachers conceived
that the environment of writing activities with the aid of the IT resources in the
classrooms was similar to their lives outside the classroom: “often we’'d have
the laptops, the children would be working on the laptops, and over the last
two or three years | think it's become much bigger part of the literacy lessons”
(Class Teacher 1, interview 2, lines 408-409); “that’'s what they are doing at
home that what they would do when they get out into the real world when they
graduate | think that’s the kind of where it's going to be” (Class Teacher 1,
interview 2, lines 461-463).

However, the class teachers were facing an issue when using the IT resources
for writing activities in English lessons, which was the modernisation of the
lesson topics: “they [the children] do have some lessons about how to write
letters but actually that’s probably a bit outdated now and needs to be changed
them to like how to do an email” (Class Teacher 1, interview 2, lines 546-548).
Also, the class teachers expressed some concerns that typing was taking over
handwriting: “the kids are doing a lot more writing on word processing rather
than hand writing ... | think the most of the class are more comfortable with
like word processing than hand writing now” (Class Teacher 1, interview 2,
lines 339-340); “handwriting and punctuation has got worse for some children
when they have to write by hand” (Class Teacher 6, interview 7, lines 137-
138); “I don’t think handwriting is very important so | don’t really care about

handwriting” (Class Teacher 5, interview 6, lines 129-130).

In terms of themes for writing, what the class teachers wished to teach more
was creative writing rather than functional writing: “children, younger children
should be doing more creative writing than functional things like writing letters”
(Class Teacher 5, interview 6, lines 36-37); “writing creatively which can be

accessed by the audience through the correct use of grammar, sentence
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structure and punctuation” (Class Teacher 6, interview 7, lines 76-77). Further,
the class teachers wished to develop the children’s humanistic growth through
writing activities: “to feel confident with writing for a variety of purposes and to
feel confident with taking risks, and trialling new writing styles” (Class Teacher
4, interview 5, lines 93-94); “we try to make our literacy lessons relevant to the
children with a real purpose to writing” (Class Teacher 6, interview 7, line 45);
“I'd like them to enjoy writing and I'd like them to have a positive approach to
writing and also to be happy or confident to experiment with writing and play

round with it” (Class Teacher 5, interview 6, lines 90-92).

The analysis for the observed lessons revealed that the speaking activities
were actually carried out prior to writing activities as the class teachers were
saying in their interviews. Table 4.17 shows the number of speaking activities
that were conducted before writing activities in the observed English lessons

in Year 5 and Year 6.

[Blank space]
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Table 4.17: The number of speaking activities before writing activities in all of the English lessons

Observed lessons Years The number of speaking activities before writing
1 1
2 3
3 1
4 Year 5 2
5 2
6 4
7 1
8 1
9 2
10 1
11 Year 6 Speaking activities only (no writing activities)
12 Speaking activities only (no writing activities)
13 Speaking activities only (no writing activities)
14 1




The speaking activities for this analysis were defined as when the children
were asked by the teachers to ‘discuss’ with their peers, and the writing
activities were defined as when the children were asked to ‘write’ or ‘type’ for
their tasks. In Year 5, speaking activities were conducted prior to writing
activities in every lesson. In Year 6, there were three lessons that had no
writing activities because they were conducting other activities such as drama
activities and a football pitch debate; however, in the rest of the lessons, which
had writing activities, speaking activities were observed prior to writing
activities. Therefore, the statements from the class teachers with regard to
conducting speaking activities before writing activities in English lessonswere

carried out in the actual English lessons.

One of the class teachers explained the reason that the English lessons
needed to have a plenty of speaking activities: “we have quite a high element
of children who don’t have English as their first language or who don’t have
English spoken at home as regularly as it might be in the UK, that’'s a big
element like speaking and listening we try to make big part of every lesson”
(Class Teacher 1, interview 2, lines 24-28). Therefore, the EAL children or the
children with different linguistic environments in Japan and in the UK
influenced the balance between writing activities and speaking activities in

English lessons.
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In summary, through writing activities, the children were learning English
grammar, vocabulary and writing styles, which was the specialised knowledge
for the subject. However, the findings revealed that the children were asked to
apply the acquired subject knowledge to their own pieces of writing in the
English lesson. The children’s ability to utilise the acquired specialised
knowledge was being developed through the writing activities in the English
lessons. It was identified that knowledge beyond the specialised knowledge
such as communication and criticality was also being developed through the
writing activities. The children were asked to engage to the reader and to
develop their ‘writer’s voice’ in order to communicate with the reader in their
writings. Peer feedback, which was similar to real world activities, was often
adopted to evaluate texts or other children’s writings in order to develop the

children’s criticality.

The teachers in the school shared a strong belief of the synergy effect between
writing and speaking as ‘if the children did not have the ability to speak well,
they would not be able to write well’, and the analysis revealed that the
teachers were actually conducting speaking activities prior to writing activities
in English lessons. However, the school had a particular reason for having to
have plenty of speaking activities in English lessons, which was the children
with English as an additional language. Thus, the findings also revealed that
the children’s different linguistic backgrounds which they brought into school
(everyday knowledge) had an influence on the contents and the structure of
the English lessons.
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4.6 The Concepts of Specialised Knowledge and Everyday
Knowledge

As a summary of the chapter, the findings identified as a result of the analysis
for the data are discussed under the cross-cutting theme, the Concepts of
Specialised Knowledge and Everyday Knowledge, which was formulated
based on the theoretical focus. The findings of the four themes have shown
that acquiring the specialised knowledge was not the ultimate aim of the
English lessons in Year 5 and Year 6 in the school. Although the teachers
perceived that teaching of the specialised knowledge that formed the subject
was an essential part of the English lessons, the development of the children’s
knowledge beyond literacy was more valued by the teachers. The teachers
enacted England’s national curriculum in the English lessons, aiming to
develop the children’s everyday knowledge that they brought into the school
such as communication or imagination, and also the children were acquiring
knowledge beyond literacy such as criticality or leadership in the English
lessons, which were expected to utilise in their future in the real world. In order
to develop the children’s ability to apply the newly acquired specialised
knowledge, many of the writing activities were designed to utilise the new
subject knowledge in their own pieces of writing. Thus, this main finding
disagreed with the claim made by Young that acquiring the specialised

knowledge should be the purpose of schooling (Young, 2009).

In fact, the specialised knowledge for the English lesson was the selected
elements from the documents of England’s national curriculum, which was
influenced by the everyday knowledge that the children brought into the school.
This should not be overlooked because this influence of the everyday
knowledge, such as personal interests or different language backgrounds for
the formation of the specialised knowledge for the English lessons did not
support the claim made by Young that the specialised knowledge was superior
to the everyday knowledge (Young, 2012). The reason for the superiority of the
specialised knowledge was that the everyday knowledge was limited to
children’s experience (op cit.); however, the findings revealed that the everyday

knowledge through the children’s experience affected the decision-making of
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the selection of the specialised knowledge. Thus, the theory of knowledge
developed by Young did not fully apply to the English lessons in Year 5 and
Year 6 in the British international primary school. In the next chapter, the
overarching main finding and the findings in each theme will be discussed

further in relation to the theoretical framework.

[Blank space]
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Chapter 5: Discussion and Conclusions

5.1 Overview of the Main Findings

This final chapter discusses how the findings of the research relate to the
study’s theoretical framework, and how the research is located in the field.
Firstly, an overview of the main findings and results identified through the
analyses are outlined. Then, there is a discussion of the main findings. Key
empirical studies that informed the present study are revisited in order to
reflect on the new perspectives that my findings reveal. This chapter concludes
with the implications of the present study for aims and knowledge in the

curriculum.

e The analysis of the teachers’ enactment of England’s national curriculum
for the subject English in Year 5 and Year 6 in LBS revealed a mismatch
between aims and knowledge. The teachers’ main aim for the English
lessons was to develop the children’s knowledge beyond literacy. This was
to some degree in tension with the proposition that the main purpose of
schooling should be acquiring specialised knowledge. The children’s
everyday knowledge had an influence on teachers’ decision-making in
relation to selecting the specialised knowledge that was part of England’s

national curriculum.

e There was discrepancy between the teachers’ perspectives expressed in
the interviews and the findings that were obtained as a result of the
observed lessons, particularly for the following two points: a) the flexible
use of England’s national curriculum; and b) the curriculum as ‘culturally
extended’. The teachers emphasised that they were in a position of being
selective towards the elements in England’s national curriculum, however,
all of the key areas were observed in the actual lessons. The curriculum as
‘culturally extended’ was mentioned in the teachers’ interviews whereas

little resource from the local context was observed in the lessons.
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5.2 Influence of Everyday Knowledge on Specialised Knowledge

Regarding the specialised knowledge that was being taught in the English
lessons, there was uncertainty about the superiority of the specialised
knowledge to the everyday knowledge because of the ways of selecting the
specialised knowledge from England’s national curriculum. Although the
teachers were selecting the elements from the documents of England’s
national curriculum, the children’s everyday knowledge that they brought into
the school, for example, their personal interests or different language
backgrounds affected the teachers’ decision-making of the selection of the
specialised knowledge from the national curriculum. The selection of learning
objectives from key areas were also affected by the children with certain
circumstance, which was to transfer to the state schools in the UK. Therefore,
although the school did not follow England’s national curriculum as state
schools in the UK, the teachers were planning the English lessons not too far
away from the state schools in the UK in order to provide the children smooth

transition.

Figure 5.1 summarises the influence of the everyday knowledge that the
children brought into the school on the selection of the specialised knowledge

from England’s national curriculum.

[Blank space]
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Figure 5.1: Influence of the children’s everyday knowledge on the selection of specialised knowledge from England’s national
curriculum
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All of the lesson topics for the Year 5 and Year 6 English lessons were selected
from the English Programmes of Study: Key Stages 1 and 2, which
corresponded to the concept of specialised knowledge developed by Young
(2013) in which he argued that the specialised knowledge should be generated
as a form of subject, and it was transmitted in school. However, the teachers
admitted that the decisions for selecting lesson topics were often made based
on the children’s interests. The reason for taking the children’s everyday
knowledge into account for the selection of lesson topics was to make the
English lessons as appealing as possible to the children in order to raise the

children’s motivation.

One of the essential components of an international school was having
children with different nationalities and language backgrounds, and the
existence of the children with different language backgrounds required the
teachers to enhance the teaching of English grammar and speaking activities
in the English lessons. The elements from the statutory requirements in
England’s national curriculum such as grammatical concepts, vocabulary and
punctuation were taught in the English lessons, which were also the
specialised knowledge that formed the subject. The analyses for the interviews
with the teachers revealed that there was an increase of teaching of grammar
in the English lessons because of the existence of the children with different
language backgrounds. The everyday knowledge that the children brought into
the school affected the contents of the English lessons as well as the selection

of the specialised knowledge from the national curriculum.

Also, the children with a certain situation in their real lives such as a plan to
transfer to the schools in the UK influenced the planning for the English lessons.
Offering the children a smooth transition to the schools in the UK was one of
the school’s fundamental responsibilities as a British international school in
Japan. Although the teachers stressed in their interviews that they were in a
position to be able to select elements from England’s national curriculum, the
teachers’ preferences were not fully reflected in the selection of the elements.
For example, the English lessons were planned based on the learning

objectives from the PFL in the Primary National Strategy, where the key area
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based on drama was not selected at all for the teachers’ lesson planning
sheets despite that the teachers expressed in their interviews that they wished

to increase drama based activities in the English lessons.

The findings of the present study revealed that the teachers took the children’s
everyday knowledge into account when selecting the specialised knowledge
from England’s national curriculum. The influence of children’s everyday
knowledge for the selection of specialised knowledge from the national
curriculum did not support the claim made by Young (2007), which was that
specialised knowledge was superior to everyday knowledge. In the theory of
knowledge proposed by Young, everyday knowledge was inferior to
specialised knowledge because specialised knowledge “helps us [the learner]
go beyond our individual experiences” (Young, 2013b, p. 196). The teachers
in LBS, however, conceived that the children’s interest was a significant factor
for selecting the lesson topics, and the structure of the English lessons were
adapted because of the children with different language backgrounds. In the
enactment of England’s national curriculum for English in Year 5 and Year 6
at LBS, the everyday knowledge that was acquired through children’s personal
experiences and that the children brought into school was as ‘powerful’ as
specialised knowledge. Figure 5.2 shows the relationship between everyday

knowledge, specialised knowledge, and the curriculum.
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Figure 5.2: The relationship between everyday knowledge, specialised knowledge, and the subject English curriculum
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In Figure 5.2, the everyday knowledge that the children brought into the school
influenced the selection of the specialised knowledge to be taught from
England’s national curriculum. The everyday knowledge such as personal
interests or different language backgrounds was acquired through experience
in the children’s personal environment. The everyday knowledge was not
replaced by the specialised knowledge because the children’s everyday
knowledge was a factor for the teachers’ decision-making of selecting the
specialised knowledge from the national curriculum. Further, the teachers’
claimed aims for the English lessons were to develop the children’s knowledge

beyond literacy.

Thus, this existence of the children’s everyday knowledge when selecting the
specialised knowledge from the national curriculum did not prove the
superiority of the specialised knowledge being taught in the English lessons.
The everyday knowledge that the children brought into the school such as
personal interests; different language backgrounds; and a certain situation in
the children’s real lives influenced the selection of the specialised knowledge
from England’s national curriculum as well as the structure of the English
lessons. Although the specialised knowledge selected from England’s national
curriculum was taught and transmitted in the English lessons, the children’s
everyday knowledge that was generated outside the school and at home were

considerable factors for the selection of the specialised knowledge.
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5.3 Everyday knowledge as Aims in the Curriculum

The teachers were aware of the importance of the teaching of specialised
knowledge in the English lessons. However, within the two types of aims for
the English lessons that predominated in the teaching of English: a) to develop
the children’s specialised knowledge of literacy; and b) to develop the
children’s knowledge beyond literacy, the teachers considered that the
development of the children’s knowledge beyond literacy was the ultimate aim
for the English lessons. The teachers’ perspectives were not in line with the
claim made by Young, which was that the purpose of the schooling should be
acquiring specialised knowledge (Young, 2009; 2011). On the contrary, the
teachers’ views regarding the aims for the English lessons supported the claim
made by Brown and White (2012), where they argued that children ought to
develop everyday knowledge in school as well as specialised knowledge and
that acquiring specialised knowledge should not be the primary aim of

schooling.

Placing more value on the development of the children’s knowledge beyond
literacy can be connected to an essential part of primary education, which is
character development. As | argued about the commonalities between Russell,
Dewey and Makiguchi in the Literature Review, Russell (1926) was aware that
there was a distinction between the concepts of acquiring knowledge and
developing children’s character, but he claimed that the aim of developing
children’s character ought to be superior to acquiring knowledge. The teachers’
perspectives towards the aims for the English lessons appeared to be

consistent with this claim made by Russell.

Some activities that were observed in the English lessons had a close link to
the concept developed by Dewey (1902). In the English lessons, the children
were experiencing certain emotions such as fear or undertaking activities
similar to real world professional jobs such as biographer and journalist in
order to develop their knowledge beyond literacy. These activities that focused
on ‘experience’ were observed both in the teachers’ lesson plans and in the

actual lessons, however, in the actual lessons, the children were asked to
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apply the new knowledge not only experiencing real world activities. For
example, in a unit of journalistic style of writing, the children were frequently
asked to give feedback to each other on their writings and to evaluate different
types of texts as well as applying the style of writing to their own pieces of

writing.

The activities that aimed to develop the children’s knowledge beyond literacy
in relation to research or criticality corresponded with one of the aims in the
curriculum proposed by Makiguchi, for which he claimed that the aim of
education was to guide the learning process for children to be able to acquire
methods of research and methods for children’s own learning (Makiguchi,
1930/1979). In those activities, the children were asked to formulate questions
for conducting an interview to obtain information with a view to reporting in
their own writings. Thus, the teachers’ enactment of England’s national
curriculum in Year 5 and Year 6 in the school corresponded more with the
theoretical concepts regarding the aims in the curriculum proposed by Russell,
Dewey and Makiguchi such as putting more value on developing the children’s
knowledge beyond the specialised knowledge; connecting children’s
experience in the process of learning; and exploring the methods of research

skills.

The teachers’ aims for the English lessons such as developing the children’s
knowledge beyond literacy were, however, different from the fundamental
reason for the establishment of the LBS. Despite the fact that the aim of this
particular school has been to offer education based on England’s national
curriculum in British style teaching, the teachers’ aims for the English lessons
were the development of the children’s knowledge beyond the specialised
knowledge such as communication; research; or criticality, which can be said

to be ‘universally applicable knowledge’.

In fact, the aims that have been considered in curriculum theory were
universally applicable: to create wise citizens of a free community (Russell,
1938); for continuous humanistic growth (Dewey, 1916); to accomplish
children’s happiness (Makiguchi, 1930/1979); and to have a flourishing life
(Reiss and White, 2013). Although the original aim of the school was closely
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related to a particular country, the teachers’ aims for the English lessons were
to develop the children’s knowledge beyond the specialised knowledge, which

were universally applicable.

The teachers’ universally applicable aims for the English lessons however did
not appear to be incorporated well in the learning objectives stated in
England’s national curriculum. The twelve key areas stated in the PFL in the
Primary National Strategy provided the specialised knowledge that formed the
subject English, and these teachers’ claimed aims for English lessons did not
have a specific place in the key areas. The findings through the triangulation
of methods of present study revealed that the development of the children’s
knowledge beyond literacy were indicated in lesson plans (document), the
development of the children’s everyday knowledge was valued by the teachers
(interview), and the activities for developing the children’s knowledge beyond
literacy were being carried out in the actual English lessons (observation). This
suggested that it would be necessary to have a clear concept and a place in
order to accomplish these universally applicable aims in England’s national

curriculum.

One of the research studies discussed in Chapter 2 also showed the
importance of developing children’s knowledge beyond specialised knowledge
in primary schools. The study conducted by FitzPatrick et al. (2014) reported
the six strands of priorities for the curriculum at primary level. Among the six
strands, only one strand of priority was the specialised knowledge, and the
most important priority regarded by the respondents (mostly primary teachers)
was ‘skills for life’. FitzPatrick et al. argued that skills for life included ‘thinking’,
and ‘learning’, where children ought to learn “growing plants, preparing food,

cleaning”; “budgeting and paying bills”; “life and safety skills”; and “craft skills,
such as sewing and knitting” (p.275).

Inthe Englishlessonsin Year5 and Year 6 in the LBS, the teachers also aimed
to develop the children’s ‘thinking’ and ‘learning’. The children were expected
to develop their criticality, where they were frequently asked to feedback to
each other and critically evaluate various texts. Also, they were undertaking the
activities that would be a preparation to conduct a piece of research, where the
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children were formulating interview questions and conducting interviews with
a view to incorporating the information to their own writings. FitzPatrick et al.
discussed that ‘thinking’ included the skills of analysis, synthesis and
evaluation, and learning skills was to form learners who know how to learn

throughout their lives (op cit. p.276).

In the six strands of priorities identified in the study, the development of
children’s communication was ranked at the second place. Developing the
children’s communication was raised as the ultimate aim for the English
lessons by the head teacher and the class teachers in the LBS, where the
children were expected to communicate with the reader in their writings as well
as by articulating their opinions orally and listening to other people. FitzPatrick
et al. highlighted that the respondents valued the development of children’s
oral competence across languages in order to help children to find their voices’

and to ‘express themselves’.

The development of oral competence and finding children’s own voices were
also observed in the English lessons in Year 5 and Year 6 in the LBS. In Year
6, the children were learning poems written both in English language and in
Irish language with a class teacher who was originally from Northern Ireland.
Also, the head teacher said that it was important for the children to be able to
develop their ‘writer's voice’ to express themselves in their own writings
because this could contribute to achieving higher grades in assessment. The
development of communication was highly prioritised both in the findings of
the research study by FitzPatrick et al. and in the findings through the analysis

of the present study with the LBS.

The strand of priority based on the specialised knowledge, “to develop literacy
and numeracy skills” (op cit., p. 275) appeared in fourth place. However, the
responses in relation to the development of literacy and numeracy skills
included phrases such as ‘foundation skills’ or ‘basic skills’, which could
suggest that acquiring the specialised knowledge was not expected to be
enhanced. The priorities ranked in fifth place and sixth place, ‘motivation and
engagement’ and ‘the sense of identity and belonging’, were also identified in

the findings as a result of the analysis for the English lessons in Year 5 and
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Year 6 in the LBS. In the findings of the present study, the teachers conceived
that the children’s motivation was highly important, and the lesson topics were
selected based on the children’s interests. Like the findings of the present
study, FitzPatrick et al. reported that the respondents in the study said that
children’s motivation was “vital to successful implementation of a curriculum”
(op cit. p. 279). In the LBS, almost all of the resources that were being used in
the English lessons were selected from the British context, which appeared to
foster the children’s sense of identity and a sense of belonging as pupils of a

British international school.

The strand of priority that was not identified in the findings of the present study
was ‘well-being’ although this strand was ranked highly at third place in the
research study. FitzPatrick et al. highlighted that this strand of priority included
not only ‘psychological well-being’ but also ‘physical well-being’. The
respondents in the research study also mentioned the concepts of ‘happiness’,
‘self-confidence’ and ‘success’ as priorities for the curriculum at primary level.
Reiss and White (2013) discussed that the concept of ‘human flourishing’ in
the ‘aims-based curriculum’ can be replaced by well-being, also Makiguchi
(1930) concluded that the aim of education was children’s happiness. The
concept of well-being was regarded highly prioritised for the curriculum at
primary level, however, the concepts of ‘well-being’, ‘happiness’, ‘human
flourishing’ were not identified in the findings of the English lessons in Year 5
and Year 6 in LBS. Hence, it would be worthwhile to have a place and to

incorporate the concept of well-being in the curriculum for English lessons.
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5.4 Fidelity to England’s National Curriculum

In the interviews with the teachers, the head teacher’s first remark in the
interview was that the school was quite strictly following England’s national
curriculum. The head teacher also mentioned a flexible approach to the use of
England’s national curriculum in the school. The class teachers unanimously
answered in their interviews that they were using England’s national

curriculum only as a basis for their lesson planning.

The findings through the analysis for the selection of elements from England’s
national curriculum by the class teachers showed that all of the key areas in
England’s national curriculum were observed in the actual lessons. There was a
flexible approach to the use of England’s national curriculum, however, they
were also following the curriculum quite strictly. Therefore, the head teacher’s
views summarised the enactment of England’s national curriculum in the
English lessons in the school. The findings through the analysis for the
selection of elements from England’s national curriculum also showed that
oracy had less place in teachers’ lessons plans. In this section, the possible
reasons for the teachers’ perspectives towards the fidelity to England’s
national curriculum and the place of oracy in the English lessons will be

discussed.

The head teacher’s remark with regard to following England’s national
curriculum quite strictly in the school can be understood better if we revisit the
research studies on international schools in Japan, which were discussed in
Chapter 2. Although a number of research studies on international schools in
Japan have been conducted, many of which focused on parents’ school
choice, exploring the reasons why parents made a decision to send their
children to an international school against the mainstream of education in

Japan.

Most of the research studies that looked at parents’ school choice in relation
to international schools in Japan concluded that parents chose an international

school because of its curriculum, and its learning environment in terms of
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language (MacKenzie, Hayden and Thompson, 2003; MacKenzie, 2009;
2010). These research studies also highlighted that which curriculum was
adopted in international schools was a significant factor for parents to choose
an international school for their children. As for the LBS, being a British
international school that follows England’s national curriculum from the
Nursery to the sixth form would be an attraction to parents. As the head
teacher of the LBS, it would be beneficial for the head teacher to emphasise
that the school is quite strictly following England’s national curriculum when

she was asked questions regarding literacy education in the school.

The head teacher and the class teachers mentioned the flexible use of
England’s national curriculum. The class teachers especially said that they
were in a position of being able to select the best elements in England’s national
curriculum and that they adapted the elements or added their own ideas to the
elements. In fact, the analyses for teachers’ lesson plans revealed that the key
areas based on ‘reading’ and ‘writing’ were frequently selected from the PFL
in the Primary National Strategy, despite the fact that the PFL stated key areas
based on the four language skills: ‘reading’, ‘writing’, and ‘speaking and
listening’. In teachers’ lesson plans, the key areas based on ‘speaking and
listening’ had less place compared to the key areas based on ‘reading’ and
‘writing’. For example, the key area based on ‘drama’ was not selected at all
for teachers’ lesson plans, even though the teachers answered in their
interviews that they wished to conduct more activities based on drama in

English lessons.

This tendency in the selection of key areas from England’s national curriculum
for teachers’ lesson plans, where the key areas based on reading and writing
were more frequently selected than the key areas based on speaking and
listening, corresponded with the answer from the head teacher in relation to the
enhancement of writing across the school. In the interview, the head teacher
said that writing was encouraged even in earlier year groups in the Nursery in
the school because developing the children’s ‘writer’s voice’ would be a critical
element in order to achieve higher grades in assessment. However, the

Assessment Focuses Criteria in the APP, which was the assessment
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frameworks that the school was following, focused equally on the four
language skills, ‘reading’, ‘writing’ and ‘speaking and listening’. Further, one of
the Assessment Focuses Criteria in the APP focused specifically on drama,
“talking within role-play anddrama” (DCSF, 2010, p.16). Thus the findings
revealed that despite the fact that the Primary National Strategy: the Primary
Framework for Literacy and the APP stated the elements based on the four
language skills, ‘reading’, ‘writing’, and ‘speaking and listening’, the class
teachers tended to select the key areas based on ‘reading’ and ‘writing’ for
their lesson plans. Figure 5.3 shows the lower place of the elements based on

‘speaking and listening’ in teachers’ lesson plans.

[Blank space]
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Figure 5.3: Less emphasis of the elements based on speaking and listening in teachers’ lesson plans
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In Figure 5.3, the elements based on speaking and listening had less emphasis
only in teachers’ lesson plans whereas both the Primary National Strategy: the
Primary Framework for Literacy and the APP included the elements based on
reading, writing, and speaking and listening. However, although the key areas
based on speaking and listening were less selected than the key areas based
on reading and writing from England’s national curriculum, the teachers were
aware that it was necessary for them to enhance activities based on speaking
and listening in English lessons because of the children with EAL in the school.
Also, the teachers shared a common belief of a synergetic effect between
speaking and writing that ‘if the child cannot say the sentence the child will not
be able to write’, and they carried out activities based on speaking prior to

writing activities in the actual English lessons.

Along with the lesser place for the elements of speaking and listening in
teachers’ lesson plans, the activities based on speaking and listening were
given less authoritative or formal status in the teachers’ lesson plans. In the
lesson plans, the activities based on speaking and listening were stated only
as suggested activities. This corresponded with the discussions regarding
oracy in England’s national curriculum introduced in Chapter 2, where Beard
(1999) argued that the place of oracy was not being totally accommodated in
England’s national curriculum. However, the issue was not the place of oracy
in the national curriculum pointed out but the place of oracy in teachers’ lesson
plans (the curriculum for English) in the school when there was the authoritative
place for oracy both in England’s national curriculum and in the assessment

frameworks.

The teachers’ high emphasis on oracy and the ways of conducting the
activities based on speaking and listening also matched the argument in
relation to oracy which was looked at in Chapter 2. Tabor (1991) argued that
although oracy had been practised by children in classrooms to a significant
degree, it had a less authoritative place in the teaching of English. Likewise,
although the teachers selected less the elements of speaking and listening
from England’s national curriculum for their lesson plans, all of the twelve key

areas stated in the PFL, including the key areas based on speaking and
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listening, even drama, were covered in the actual English lessons. In order to
reflect the significant place of oracy in the actual English lessons, it would be
worthwhile to give it a distinctive place in lesson plans because the status of
oracy in lesson plans was not consistent with what was observed in the actual

English lessons.

In summary, the head teacher and the class teachers both mentioned the
flexible approach to the use of England’s national curriculum, however, there
was also a remark from the head teacher that they were quite strictly following
England’s national curriculum. The findings through the analysis for the
selection of elements from England’s national curriculum for teachers’ lesson
plans showed the flexible approach, however, all of the key areas were
covered in the actual English lessons. These findings supported the head
teacher’s views. There was a flexible approach to the use of England’s national
curriculum, however, they were also following England’s national curriculum in

the school quite strictly.

Regarding the selection of elements from England’s national curriculum, the
ways of selecting key areas from the PFL for lesson plans by the teachers did
not reflect the balance between ‘reading’, ‘writing’ and ‘speaking and listening’
stated in the Primary National Strategy: the Primary Framework for Literacy
and in the APP. As a result, the selection of key areas from the PFL for
teachers’ lesson plans did not reflected the significant place of oracy in the
actual English lessons. In order to have a consistent the curriculum for English
between England’s national curriculum, teachers’ wishes and actual lessons,
it would be necessary to create more authoritative place for the elements

based on speaking and listening in teachers’ lessons plans.
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5.5 Creating Links between Specialised Knowledge and Everyday

Knowledge

With regard to the teaching of specialised knowledge in the English lessons,
teaching of English grammar was one of the essential aspects of the
specialised knowledge being taught. For the English lessons in Year 5 and
Year 6 in the LBS, there was a reason to enhance the activities based on
English grammar, which was the EAL children. However, the statutory
requirement of English grammar in England’s national curriculum was not fully
followed in teachers’ lesson plans, and one of the class teachers expressed a
concern about teaching of English grammar, particularly in the early year
groups. This lack of enthusiasm towards the teaching of English grammar can
stem from the mismatch between the teaching of English grammar and the
teachers’ claimed aims for the English lessons. The teachers said that the
ultimate aim for the English lessons was to develop the children’s knowledge
beyond literacy such as communication, which was regarded as everyday
knowledge. Unless the teaching of English grammar (teaching the specialised
knowledge) has a close link to the teachers’ claimed aims for the English
lessons (developing the children’s everyday knowledge), these negative views
towards teaching English grammar (the specialised knowledge) cannot be

transformed.

In order to create links between the teaching of English grammar (specialised
knowledge) and the teachers’ aims for English lessons (everyday knowledge),
the activities that were designed to apply and utilise newly acquired
specialised knowledge in children’s real lives can be encouraged. In the
observed lessons, a process of delivering new knowledge was identified,
where the children were often asked to apply the acquired specialised
knowledge such as writing styles or characteristics of a genre to their own
tasks and writings. By conducting these activities, children would be able to
develop their ability to utilise the specialised knowledge in their real lives

outside school. I would like to call these type of activities ‘application activities’.
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Figure 5.4 shows the relationship between teaching English grammar
(specialised knowledge) and the teachers’ aims for English lessons
(developing children’s everyday knowledge), connected with application

activities of newly acquired specialised knowledge.

[Blank space]
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Figure 5.4: Creating links between the teaching of English grammar (teaching specialised knowledge) and teacher’s aims for
English lessons (developing everyday knowledge)
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In Figure 5.4, teaching of English grammar that was to teach specialised
knowledge and the teachers’ aims for English lessons that was to develop
everyday knowledge had a link to each other with the application activities of
newly acquired knowledge. It would be worthwhile to establish a clear concept
of applying and utilising the specialised knowledge in children’s real lives
outside school and to create sample application activities based on the
concept of creating connection between teaching specialised knowledge and

developing children’s everyday knowledge.

Regarding the knowledge that children brought into the school (everyday
knowledge), an unexpected result was identified in relation to the culturally
extended curriculum. Prior to generating the data, there was a presumption
that the English lessons in LBS were culturally extended because the school
was in the Japanese context. The school's website also stated that the
school’s curriculum was culturally extended in the Japanese context. Further,
the teachers at LBS answered in their interviews that a number of activities
adopted for their lessons were inspired by the Japanese context. Since the
school was located in Japan and all of the teachers and the children resided
in Japan, the everyday knowledge that the children and also the teachers
brought into the school must have been related to the Japanese context,
however, little everyday knowledge from the Japanese context was observed

in the English lessons.

In the observed English lessons, one Year 6 lesson had an aspect of the
culturally extended curriculum, where the children were learning poems written
in English language and in Irish language. This culturally extended curriculum
was carried out by a class teacher who was originally from Northern Ireland,
which suggested that the everyday knowledge of the teacher’s personal
background was brought into the English lesson. However, little everyday
knowledge that the teachers and the children acquired through living in the
Japanese context was brought into the English lessons, despite the high
emphasis by the teachers on the culturally extended curriculum in the

Japanese context.
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Most of the resources used in the English lessons were selected from the
British context despite the fact that the teachers emphasised that the use of
different texts from a variety of topics and having good balance between fiction
and non-fiction were beneficial for the English lessons. In fact, the examples
of the culturally extended curriculum in relation to the Japanese context raised
by the teachers in their interviews were not from English lessons. The
examples raised by the teachers were from history lessons such as teaching
the Great Fire in London and the Great Fire of Edo (the former name of Tokyo)
through a comparison of the two events. There appeared to be a difference
with regard to the culturally extended curriculum in the Japanese context
between subjects. It suggested that when enacting a national curriculum in a
different context, the degree of the culturally extended curriculum in the local
context would differ from subject to subject.

Regarding the concept of knowledge in school, a common pattern was
identified in writing activities in the English lessons. The English lessons in
Year 5 and Year 6 at LBS were planned based on the selected key areas
based on reading and writing from the PFL. The children were supposed to
produce a piece of writing such as horror stories, myths, and poems towards
the end of each unit, which seemed that each unit was designed as a big
writing project for the children. There was no doubt that the development of
the children’s writing was an essential area in English lessons. One of the
findings identified through the analyses for writing activities in the English
lessons was that the children were applying newly acquired knowledge to their
own tasks and writings. This aspect of writing activities in the English lessons

will be discussed further in relation to the theory of knowledge below.

In the process of acquiring new knowledge, the specialised knowledge such
as writing styles and features of a certain genre was not merely transmitted to
the children. After familiarising themselves with the specialised knowledge, the
children were asked to apply the specialised knowledge to their own tasks and
writings in the English lessons. | called this type of activities ‘application
activities’ in the section 5.4. By undertaking these application activities, the
specialised knowledge became the knowledge that the children would be able
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to utilise in their real lives. After conducting the application activities, the
children learned how to apply and utilise the specialised knowledge in their
real lives, and the specialised knowledge transformed into ‘applicable
specialised knowledge’ for the children. Although this applicable specialised
knowledge was supposed to be utilised in children’s real lives, it differs from
the concept of everyday knowledge in the sense of where everyday knowledge
was generated (outside the school) and what environment contributed to
generate everyday knowledge (personal experience). Figure 5.5 shows the
relationship between specialised knowledge and applicable specialised

knowledge, and everyday knowledge.

[Blank space]
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Figure 5.5: Three concepts of specialised knowledge, applicable specialised knowledge, and everyday knowledge
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In Figure 5.5, there are two concepts of knowledge in school and there is one
concept of knowledge outside school. In school, the specialised knowledge
that formed literacy was transmitted to children. Outside school, everyday
knowledge was generated as Young stated, “the context-dependent
knowledge that is developed in the course of solving specific problems in
everyday life” (Young and Muller, 2015, p.114). However, there was another
concept of knowledge in school between specialised knowledge and everyday
knowledge. The children were learning how to apply the newly acquired
specialised knowledge through undertaking application activities, and the
specialised knowledge was not merely transmitted knowledge but it became
ready to utilise or was ‘applicable’ in the children’s real lives. This
transformation of the specialised knowledge into applicable specialised
knowledge was a preparation for children to utilise the newly acquired

knowledge in their adulthood, which was what the teachers aimed for.

This transformation of specialised knowledge into applicable specialised
knowledge was identified through analysing the process of acquiring new
knowledge in writing, however, it must have been seen in reading, listening
and speaking in the English lessons. Also, it would be necessary to have a
clear concept of ‘application activities’ that enabled the children to utilise the
newly acquired specialised knowledge because the ‘application activities’
would create a link between teaching the specialise knowledge and teachers’
claimed aims for English lessons as well as transforming the specialised
knowledge into ‘applicable specialised knowledge’ for children to utilise in their

real lives.
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5.6 Conclusions

The teachers’ aim and knowledge being taught in the lessons did not match
the enactment of England’s national curriculum for subject English in Year 5
and Year 6 at LBS. The teachers’ main aim for English lessons was developing
the children’s knowledge beyond literacy not acquiring specialised knowledge.
Also, the present study identified the significant influence of the children’s
everyday knowledge that they brought into the school on the selection of
specialised knowledge from England’s national curriculum and that specialised
knowledge was not superior to everyday knowledge in the enactment of the
national curriculum. These findings of the present study contribute to
knowledge in the field of curriculum studies. This present study was the first
research that reported the enactment of England’s national curriculum in a
British international primary school in Japan in detail, which can also pave the
way to explore the practice of a national curriculum in different context in the

realm of international education.

Regarding the research question of the teachers’ aims and the aims in the
national curriculum, the teachers aimed to develop the children’s knowledge
beyond specialised knowledge of literacy, and there was a negative view
towards teaching of English grammar among the teachers. The present study
suggested creating solid links between teaching the specialised knowledge and
developing children’s knowledge beyond the specialised knowledge by
conducting ‘application activities’ in the lessons. Application activities of newly
acquired knowledge were identified through the analysis for the process of
acquiring new knowledge in the English lessons, and the application activities
that required children to utilise the specialised knowledge can be a preparation
for their adulthood, which the teachers stated as an aim for the English lessons.
The concept of well-being that was regarded as a highly important aim for the
curriculum at primary level in a research study was not observed in the lesson
plans, teachers’ interviews and observed lessons in the English lessons in Year
5 and Year 6 at LBS. Well-being can include joy or happiness through learning
literacy, therefore, it would be worthwhile to explore the ways to develop

children’s well-being in English lessons.
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Regarding the research question of the knowledge enacted in English lessons,
the children’s everyday knowledge brought into the school was considered
when selecting the elements from England’s national curriculum. Children’s
everyday knowledge such as personal interests, different language
backgrounds or children’s circumstances in their real lives had a commonality
that it was generated in their ‘personal’ environment outside the school. This
influence of the children’s everyday knowledge on the selection of the
specialised knowledge from the national curriculum did not support Young's
claim that specialised knowledge was superior to children’s everyday
knowledge. However, it may be necessary for the teachers to be aware that
they were taking children’s everyday knowledge into account when selecting
elements from the national curriculum so that the selected elements have a
good balance between increasing the level of children’s interest and teaching

the specialised knowledge that children ought to learn in classroom.

It would also be worthwhile to have a clear distinction between the two
concepts of acquiring the specialised knowledge and utilising the acquired
specialised knowledge. Acquiring the specialised knowledge ought not to be
the ultimate purpose of education because the purpose of education ought to
be cultivating wisdom based on knowledge. This cultivated wisdom could
contribute to the society; however, | would rather support the claim made by
Makiguchi (1930) that the society ought to contribute to education because the

purpose of education is to seek every individual’s human flourishing.

Regarding the research question of the selection of the elements from
England’s national curriculum, the selected elements from the national
curriculum in teachers’ lesson plans leaned heavily to reading and writing
despite the fact that the documents of England’s national curriculum including
the assessment frameworks focused on four language skills: reading, writing,
speaking and listening. The elements based on speaking and listening (oracy)
from England’s national curriculum could have a clearer place in teachers’
lesson plans because the findings of the present study revealed that all of the
key areas stated in the PFL were taught in the actual English lessons. It would

also reflect the balance of four language skills stated in the documents of
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England’s national curriculum.

Thus, although the teachers emphasised that they were in a position to select
the ‘best elements’ from England’s national curriculum, the tendency of the
selection of elements from the national curriculum was selecting the elements
related to reading and writing more frequently than the elements based on
speaking and listening, and the concept of what the best elements in England’s
national curriculum was ambiguous. With regard to what are the ‘best
elements’ in England’s national curriculum to international schools outside the
UK, exchanging views towards the practices of England’s national curriculum
between international schools in different contexts would be valuable. There
has been a campaign to visit British international schools around the world
among the COBIS member schools, however, little collaborated activities were
seen between the British international schools in Japan, needless to say
exchanging views in relation to the enactment of England’s national curriculum

in their schools.

Also, the curriculum for English in a British international school outside the UK
could be more culturally extended by selecting a wide range of resources from
different contexts. The findings of the present study revealed that most of the
resources were selected from the British context although the teachers
emphasised that they enhanced the culturally extended curriculum in the
school. Even though one of the English lessons hinted at ways to extend the
curriculum for English culturally, where a class teacher originally came from
Northern Ireland taught poems by using the same poem written in different
languages (English and Irish), there is still room to extend the curriculum for
English culturally. For example, literature from the British context and from the

Japanese context can be compared and contrasted in an English lessons.

In order to extend the curriculum for English culturally especially according to
local culture, there was an issue of England’s national curriculum being as a
national curriculum. England’s national curriculum was designed mainly for
state schools in England, therefore, it was not designed as an international
curriculum. Despite that, England’s national curriculum has been the most

common curriculum taught in international schools around the world in
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different contexts. This could cause mismatches regarding teaching a national
curriculum in different international contexts. In order to increase the
applicability of England’s national curriculum to an international context, it may
be necessary for the BSO in the British government to produce supplementary
documents that include internationally-minded elements, which was an
essential concept in international education. For example, adding the elements
of understanding universal values, common heritage of human beings or

commonalities between the children’s home countries for the subject English.

When | reflect on the present study, there were some limitations in relation to
the data-collection with LBS. When the data-collection began, | was still
working at a university, which enabled me to visit the school only once in a
week on Monday. This allowed me to observe the lessons only once in a week.
If I had been able to visit the school consecutively during the data collection,
there would have been more holistic data of lesson observations of each unit.
It might have had an influence on the findings, especially the findings in relation
to the selection of the elements from the national curriculum. In Chapter 4
(Findings Chapter), | argued that the activities based on all of the key areas in
the PFL were seen inthe observed lessons including the activities based on the
key areas ‘Drama’ and ‘Presentation’. Both of the key areas ‘Drama’ and
‘Presentation’ were not selected in the teachers’ lesson plans, however, the
activities based on the both of key areas were seen once in the observed
lessons respectively. If | had been able to observe more of the lessons of the
unit, the number of the activities based on the key areas ‘Drama’ and
‘Presentation’ might have been more than once, which would have enabled
me to highlight more the difference between the analysis for the teachers’
lesson plans (documents) and the analysis for the actual lessons

(observations).

Also, if | had worked as a staff member of the school, | could have had an
insider-look during the data-collection. When 1 visited the school to explain my
research to the deputy-head teacher in order to ask access to the school for
my empirical work, | was asked if | was interested in working as a teaching

assistant not only conducting research at the school. | was strongly interested
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in working as a teaching assistant at the school, however, again, | was working
at a university then, so it did not happen. | still have a regret that | missed the
opportunity to be more involved with my empirical site, which could lead to
generating the data set through an insider-look. Generating the data set being
an insider might have had an impact on the research design for the present
study. Although | was allowed to access to the children’s exercise books of
subject English in order to analyse the teachers’ comments on the children’s
writings, if | was working as a staff member in the school, | could have collected
more detailed information in relation to the teachers’ assessment on children’s
works, which would have enabled me to explore the relationships between the

curriculum, pedagogy as well as assessment in the English lessons.

The timing of designing research methods and making contact with the school
was also challenging. When 1 visited the school for the first time joining a
guided tour for prospective parents, my research methods were not clear
enough in detail to discuss with the primary staff. Detailed research methods
may not be finalised until gaining access to the empirical site, which is a
dilemma. However, this made me realise the importance of having a clear idea
on research methods and being able to explain the research methods in as
much detail as possible when approaching a possible empirical site because

this is the information that the gate-keepers would like to know.

In my case, although the research methods had not been finalised in detail
when first approaching LBS, there were a number of research instruments that
| could prepare prior to my first visit to the school. These were the documents
such as an information leaflet, informed consent forms, and the draft letters for
parents (English and Japanese versions). | was also issued with the
‘Certificate of Criminal Record’ by the Metropolitan Police Department of
Japan in an early stage of my research. The information leaflet particularly had
an explanation in relation to ethical issues that might have occurred in the
course of empirical work. By showing the senior staff from the school these
prepared documents, | was able to give them reassurance regarding my
empirical work with the school. Although not all of the documents were used
for the data-collection, for example, the school did not ask me to show the
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Certificate of Criminal Record or to send letters to parents, preparing these
documents in the safest way increased my confidence about conducting my

data-collection and the present research as a whole.

For further research, since the present study focused on the enactment of
England’s national curriculum for subject English in a British international
school, the enactment of England’s national curriculum in other subjects,
especially in history or geography can be explored because the differences
were identified in relation to the culturally extended curriculum between these
subjects. Also, exploring the enactment of England’s national curriculum in
other subjects in an international school would provide the holisticinformation
of the practice of England’s national curriculum in a different context. Applying
the research design and the theoretical frameworks of the present study to
other British international schools in different countries would be a comparative
study on the enactment of England’s national curriculum for subject English in
different contexts around the world. Nevertheless, more research studies that
report the detailed information of the enactment of England’s national
curriculum in different contexts would be needed because England’s national
curriculum is the most common national curriculum being taught in different

contexts internationally.
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