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ABSTRACT

The purpose of this study was to investigate the challenges the UAE University (UAEU)
English pre-service teachers faced during their tield experience within a major curricular
reform. The study focused on tive UAEU English pre-service teachers enrolled in a practicum
course during their field experience and their five cooperative teachers. A semi-structured
interview. a questionnaire and an observation checklist were employed to explore the field
experience challenges that the UAEU English pre-service teachers encountered. The use of
multiple resources helped to create a general protile and in turn helped to improve the
trustworthiness of the research tindings. The implications derived from this study indicated that
the UAEU English pre-service teachers viewed themselves as unprepared to meet the
curriculum reform requirements.
The findings revealed that although the UAEU English pre-service teachers were well
prepared to teach English Language. the discrepancy between their university coursework and
their tield experience was apparent. Finally, the study findings revealed that most of the UAEU
English pre-service teachers” challenges were centered around knowledge of subject matter of
mathematics and science and knowledge of curricular.

Keywords: UAE Pre-service teachers: UAE Curricular Reform: teaching practicum: pre-service
teachers’ challenges: tield experience: university coursework. Abu Dhabi Education Council.
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CHAPTER ONE

Introduction

Introduction

In order to provide useful information essential in developing goals and objectives
that have the potential to improve teaching. some researchers like Koehler (1985) and Hult &
Edens (2001) emphasized the importance of research that assists in conceptualizing the

relationship between teacher education programs and teaching practice.

The quality of pre-service teachers’ teaching and the ability to overcome challenges during
field experience are affected by two important factors; what is offered to them in terms of’
university preparation and training and what is required from them during their practicum in
natural classroom settings. Some researchers indicated that traditional teacher education
programs fail in preparing pre-service teachers for the intricacies and realities of the
classroom (Goodlad 1990; Korthagen & Kessels1999; Korthagen & Vasalos. 2005) by
providing little or no practical preparation for teaching (Hargreaves & Dawe, 1990; Hallinan
& Khmelkov. 2001). To fill in the gap between teaching education programs and teaching
practices. Howey (1983) tinds that decisions about pre-service teachers’ teaching are rarely
stemmed from research findings. Therefore he stresses the importance of research that
describes what is occurring during pre-service teacher tield experience to better assess the

impact of what is really occurring in the field experience of pre-service teachers.

This study is a response to such recommendations. It investigated the challenges that United
Arab Emirates University (UAEU) English pre-service teachers face during their tield
experience during which a major curricular reform mandated by Abu- Dhabi Education

Council (ADEC) is taking place. Whether the United Arab Emirates University (UAEU)

il



English pre-service teachers were prepared to perform teaching eftectively to face the
challenges and meet the expectations of the Abu-Dhabi Education Council (ADEC)
curricular reform was an area that warranted an investigation. It is a kind of investigation that

is crucial to the reform and the teacher education programs (Cheng et al. 2004).
ADEC Curricular Reform

One of the many reforms that have affected English pre-service teachers’ tield experience in
the United Arab Emirates is the Abu Dhabi Education Council (ADEC) curricular reform. A
multiple subject-specitic knowledge has come to be accepted as one of the keys for
improving education in elementary schools. In elementary education, integrated, outcome
based curricular and child- centred approaches are regarded by reformists as central to better
eftective teaching and learning. In addition. the Abu-Dhabi Education Council (ADEC)
adopted English Language as a medium of instruction instead of Arabic for both mathematics
and science in elementary schools for tirst grade through fifth grade (ADEC English Policy
Manual. 2010). This movement towards the implementation of integrated approach and to the
use of English as a medium of instruction in science and mathematics have changed the
dynamics of teaching and learning of mathematics and science at the elementary school
classroom. Thus. introducing the three subjects of English. mathematics and science to
students as collections of facts. and procedures that should be accepted and remembered with
no or little connection among them is not anymore accepted. ADEC curricular reform in
elementary schools is based on the concept that instruction should be integrated for ease of
understanding. Accordingly. the school curricula should not be a kind of segregated approach
to instructional topics but should be integrated to adequately address the topics of difterent
disciplines into a coherent body of knowledge. What Students study in mathematics can be

integrated in science. For example. students can use the mathematical knowledge they



acquired of how to describe positions. the use of three-dimensional objects and two-
dimensional shapes to describe characteristics of the way built environments. products and
services are made in science. In addition. ADEC curriculum reform is built upon strands.
standards. outcomes and performance indicators and teachers need to understand their

progression and development from one grade to the next.

The standard-based outcome curriculum describes what all students are expected to achieve
at various stages of development. Thus. teachers are given more autonomy than before since
it is expected that during the implementation stage some moditications may be needed
because the standards cannot possibly meet the needs of diverse students in ditferent schools
and in different environments. Within this reform context. it is necessary that teachers should
have enough knowledge of the subject matter and deep understanding of the curriculum and
the methods by which knowledge is generated and integrated in the three subjects (English,

mathematics and science).

Yet. ADEC current education policy is inconsistent with the university teacher preparation
program. where the UAEU English pre-service teachers are trained to teach one area of
specialization in elementary schools. This quick shift from teaching of a single subject to a
multi-subject approach of teaching affected the United Arab Emirates University English pre-
service teachers™ ways of teaching that diftered radically from what they experienced during

their university preparation.
The United Arab Emirates Teacher Education Program

In the United Arab Emirates University (UAEU), the conceptual tramework of the
College of Education stems from the international standards of the leading teacher education

professional organizations and from the college members’ experience in the UAE setting.



The organizing theme selected by the college of Education was “Teacher as Professional
Practitioner™.

The elements of the conceptual framework are: reflection. knowledge. inquiry. critical
thinking. collaborative l1€arning. community. diversity and individual ditterences.
communication. technology. ethics. meaningful tield experience and performance baged
assessment (UUAEL! Student Teaching Manual. 2011). To assess and evaluate pre-service
teachers’” performance. the college of Education in the United Arab Emirates University
(L/AELT) adopted a framework for teaching developed by Education Testing Service (ETS) in
the L.5.A which was developed by Danielson (1996). The framework identities those aspects
of a teacher’s responsibilities and defines what a teacher should know and be able to do in the
teaching profession. It is designed to suit the needs of teachers who teach one area of
specialization. In their final semester at the university. the UAEU English pre-service
teachers are placed in elementary schools tor tull time teaching semester. The practicum is an
integral part of the United Arab Emirates University (UAEU) teacher education program
preparation. It is designed to expose pre-service teachers to classroom experiences and to
provide them with opportunities to apply theories they studied in their coursework in real
classroom practices. During their practicum. the UAEU English pre-service teachers are
expected to be familiar with the school English language curricula. classes. texts and routines.
They are expected to teach 2 to 3 very well English Language planned lessons every day
(minimum teaching of 10 lessons per week). In addition, they are expected to demonstrate
full responsibility for their planning. teaching and assessment of English (UAEU Student
Teaching Manual, 2011). By the end of the English pre-service teachers teaching practice
course. it is expected that four domains should be achieved. These domains are planning and

preparation. the classroom environment, instruction and professional responsibilities.



Statement of the Problem

The pre-service teaching practicum is the culminating event in pre-service education
(Anderson. 20107). Little is known. however. about the challenges that influence teaching
practices as pre-service teachers cope to teach within a major curriculum reform.
The UAEL! English pre-service teachers who participated in this study were prepared and
trained by the university to teach a single subject. Contrary to the UAEU English pre-service
teachers™ university preparation of teaching one area of specialization, the UAEU English
pre-service teachers were required, according to the ADEC new curricular reform. to teach
extra two subjects (mathematics and science) during their field experience. They should have
varying degrees of subject matter knowledge and curriculum knowledge related to the
subjects and the grade level they taught. However. lacking such deep understanding of
fundamental aspects of the multiple subject knowledge of mathematics and science
demanded in the current curricular reform aftected. to some extent. the UAEU English pre-
service teachers teaching.
This was indeed a formidable challenge, seen in the light of concerns voiced about the UAEU
English pre-service teachers’ proficiency and competency of subject matter. The burden on
the LIAEU English pre-service teachers was great as they had to teach English in the context
of subject matter to young children and to teach science and mathematics content in an
integrated approach. In other words. the UAEU English pre-service teachers had to handle
the double demand of conveying mathematics and science content as well as English as a
language: In this regard. they had to ensure that while they had to teach English. mathematics
and science. they should improve students’ comprehension of these subjects. Pre-service
teachers have to tace the challenges of encouraging interactions on multiple subject

knowledge, and should be aware of the language used in the classroom (McDonough, 2009).



This Study tried t0 underStand the challenges faced by the UAEU English pre-service teacherg
and how they cOped to teach within a major curricular reform. It highlighted the most
important el€ments in the teaching practicum program that need to be moditied in order to
meet the curricular reform requirements and the UAEU English pre-service teachers’ needs.

The Purpose of the Study

The purpose of this study was to capture a complex set of features that are related to
the challenges faced by the UAEU English pre-service teachers as they were coping to teach
within a major curricular reform during their teaching practicum. The study aims at
broadening the scope of the literature on pre-service teachers’ tield experience as it relates to

amajor curricular reform.
Research Questions

This study aims at investigating the challenges faced by the UAEU English pre-
service teachers as they coped to teach within a major curricular reform. The research
questions of this study retlect this purpose. The study tried to find answers for the following

questions:

1. What challenges/ problems related to the requirements of ADEC curricular retorm do

UAEU English pre-service teachers face during their tield experience?

2. To what extent are the UAEU English pre-service teachers able to overcome these
challenges?
3. Are UAEU English pre-service teachers prepared to teach within the ADEC curricular

reform context?
4. What major issues pertinent to the challenges do the UAEU English pre-service

teachers face during their tield experience within ADEC curricular reform?



Significance of the Study

Most of the studies on pre-service teachers’ field experience focused mainly on the
quality standards. partnership with schools. pre-service teachers™ classroom teaching
practices (e.g. classroom management). mentoring and supervision (e.g. Ribich 1995: [shler.
1996: McIntyre 1996: Simpson. 2002: Draper. O Brien. & Christie. 2004:: Buck et al. 1992).
The majority of studies conducted in the UAE about pre-service teachers focused on pre-
service teachers™ uses of ICT e.g. use of computer (Almekhlati. 2004). the use of interactive
whiteboard (Ishtaiwa & Shana.2011), videoconferencing utility for observing technology
integration (Almekhlafi. 2006). pre-service elementary teachers’ self-efficacy beliefs toward
technology integration into the classroom in the UAE(Al-Awidi & Alghazo, 2012). and the
perceptions and validation of electronic portfolios™ use (Almekhlati. Al-Mekhlafy & Forawi,
2011). To the best of the researcher knowledge there is no single published study that has
been done in the UAE that attempts to track the field experience challenges by investigating
the existing gap between the field experience reality and what should be done during pre-
service teachers” field experience within the context of curricular reform.

Thus. this study is significant because it is the first study that deals with the challenges that
English pre-service teachers encounter during their field experience and how they coped to
teach within the context of curricular reform. The study is an attempt to fill a gap in the
existent literature regarding the relationship between teaching practicum and teacher
education programs in the UAE. It aims at contributing to the current research by providing
those who are interested in the improvement of teacher education programs in the UAE. with

data from the educational field.



l.imitations

The tollowing were identitied as limitations of the study. First. the study used a
group of UAEU English pre-service teachers. and their cooperative teachers. Therefore. the
sample was not representative of the entire population and interpretations of results should
not extend beyond the sample. Another limitation of this study. is that the study was
conducted in the Inited Arab Emirates University. within a specific teacher education
program. with a small sample of female pre-service teachers(Only 5 female pre-service
teachers who were enrolled in the fall of the academic year 2011/2012 to practice teaching in
Al-Ain public schools. agreed to participate in the study) during a major curriculum reform
so the findings from the study are limited to this group of pre-service teachers in this
transition period and cannot be generalised to other pre-service teachers in other universities.

Definitions of Key Terms
Abu Dhabi Education Council (ADEC): Abu Dhabi Education Council (ADEC) was
founded by the UAE President in 2005. ADEC is responsible for managing, guiding,
adopting and implementing various educational development strategies and initiatives in the
Emirate of Abu Dhabi. It is also the licensing authority for individuals, institutions and bodies
to engage in any kind of activity in the field of education and higher education in the Emirate
of Abu Dhabi. For the purpose of the present study the acronym “ADEC™ will be used hence

forth.

Pre-service teachers: In this study. a pre-service teacher is a university student who has
declared an education major and is involved in the teacher education program. Field
experience is meant to provide students with teaching and learning experiences. All students
have to spend a whole course in a public school classroom setting during their last university

semester which is a prerequisite for their graduation.
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Practicum: Gordon, McBride & Hage (2001) indicated that the term “practicum’s, is used to
describe €ither a full-time or part-time work experience during which the pre-service teacher
i1s assigned definite tasks and responsibilities. For the purpose of this study the two terms

practicum and tield experience will be used interchangeably to describe pre-service teachers’

full time work experience.

Curriculum: Pratt (1980) defined curriculum as the “Written documents that systematically

describe goals. objectives, content. learning activities, evaluation procedures and so forth®.

Curriculum knowledge: For Shulman curriculum knowledge is the knowledge of programs
designed for the teaching of particular subjects and topics at a given level. Shulman’s (1986)
description of curricular knowledge also consists of knowledge of difterent programs and
corresponding materials available for teaching the given content and of how topics are
developed across a given program. The purpose of dealing with curricular knowledge in this
study was to explore what curricular knowledge might be in the context of English,
mathematics and science education where the pre-service teacher is only an English teacher
educator. For the purpose of the present study, Shulman (1986) explanation of curriculum

knowledge is adopted.

Integrated Curriculum: Shoemaker & Betty (1989) defined an integrated curriculum as the
organization of education in a way that cuts across subject matter lines, making the
curriculum more meaningful by bringing together different aspects of the curriculum into
meaningtul association. It views teaching and learning in a holistic way and reflects the real
world which is interactive. Changing to an integrated curriculum requires systemic reform.

This includes the way teachers are prepared. certitied, and assessed.



Knowledge of Subject Matter: knowledge of subject matter is the basis of a discipline that
includes factual information. organizing principles. and central concepts( Shulman. 1986).
For the purpose of this research. Shulman's detinition of subject matter was

Shulman (1986). knswledge of subject matter involves knowledge of concepts and facts as
well as knowledge of syntactic structure including legitimacy principles for rules of a

particular subject domain.
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CHAPTER 1
Literature Review
The need of in-depth research on the UAEU English Pre-service Teachers
preparation. and the challenges they faced during their field experience within the ADEC
major changes in curricula created challenges for a review. In this part of the paper. the aim is
to offer an overview of some of pertinent research that illustrates pre-service teachers’ field
experience. the challenges pre-servic
complexities of investigating pre-service teachers” challenges in relation to curricular reform
movements especially those challenges which are related to subject matter knowledge .
curriculum knowledge and the discrepancy between pre-service teachers' academic study and
field experience. The chapter ends with some of the important studies on pre-service teachers

that have been conducted within the UAE context.
Pre- service Teachers

A pre-service

involved in the teacher education program. The pre-service teachers’ preparation programs
often consist of two contexts: university coursework and pre-service teachers' teaching
practicuim. Today. most of the teacher education programs incorporate both considerable
opportunities for teaching practices and a priori pedagogy that are tied to real world
experiences in order to support the cognitive development of pre-service teachers, (Dinsmore,
Chapman & McCollum, 2000). Although, many researchers describe this structure of teacher
education programs as supportive and logically planned. many researchers believe that pre-
service teachers are not always well prepared to face the reality of teaching. For example,
Batten, Griffin & Ainley (1991) study about the effectiveness of teacher education programs
revealed that fewer than half of new teachers were positive about the quality of pre-service

11



preparation and that only 38% of pre-service teachers thought that they were not adequately
prepared for teaching. Therefore, a great amount of researches have been conducted in

regards to the problems in teacher education (Vick. 20006).

The uncertainties that remain about the impact of different factors on teacher education
programs are justified by the considerable disagreement in the research literature over the
kind of theory and knowledge that is most appropriate to pre-service teachers and: from
researches about pre-service teachers” practical preparation. For example, teaching education
programs that focus on traditional theory based applications more than practices have been
criticized by many educators (Beck . Kosnic & Rowsell, 2007: Bransford, Darling
Hammond& LePage 2005: Schulz, 2005: Korthagen & kessels. 1999). According to Levine
(cited in Hartocollis. 2005. p. 2) a widely-held concern is that “one of the biggest dangers we
face is preparing teachers who know theory and know nothing about practice.™ Teacher
education programs that focus on theories rather than practice have been accused of
graduating pre-service teachers that fall into two main categories: the category of failing and
the category of teachers who escape the teaching profession in the early years of their career
(Haberman, 2005). In addition. many researchers indicate that some of the theories pre-
service teachers study at the university during their coursework sometimes contradicts with
each other and the inconsistent theories serve only to confuse. Hammerness (2006). The basic
issue then is that the teacher preparation programs devote too much attention to theory but
not enough to the practical skills of teaching. Considering this dilemma, there has been an
increasing emphasis today on the use of research evidence and findings to assess the
effectiveness of teacher preparation and what pre-service teachers learn in both their
coursework and field experience. Furthermore, literature investigating teacher education

programs has directed attention to pre-service teachers” knowledge. its acquisition and more

12



importantly its implementation (Calderhead. 199 Richardson. 1990). Thus many

rescarchers like Gioodlad (1990) listed some recommendations that programs tor education

should address. Among the list of recommendations given by Goodlad . is giving extensive
opportunities for pre-service teachers to move beyond being students of organized knowledge
to become teachers who inquire into both knowledge and its teaching. He then suggested that
pre-service teachers should be involved in the issues and dilemmas that emerge out in the
field. Pre-service teachers should be involved in the problems and dilemmas arising out of the
expected contlicts and inconsistency between what is supposed to work in practice and the
research and theory they studied in their coursework. Thus. studies conducted on teachers’
knowledge should shift from concentrating on the skills and behaviours pre-service teachers
have and theories they know to the personal practical knowledge they possess of classroom

scenarios and the challenges they encounter when carrying out purposeful actions in these

settings (Carter. 1990).

Field Experience (Teaching Practicum)

Practicum is considered a major component of teacher education programs. Teaching
practicum plays a vital role in preparing pre-service teachers for the real world ot the
classroom (Johnston & Irujo. 2001). Many researchers like Loughran & Northtield (1998)
recognized that the complexity of teaching. classroom dynamics and school contexts. could
be understood in real classroom context rather than in artificial ones. For many researchers,
pre-service teachers can benefit from situated learning in authentic social framework through
increasing knowledge. relating knowledge to new situations. increasing competence, selt-
knowledge, value life-long learning and improving life skill (Cochran-Smith. 2008: Hoffman,

2004: LeCornu. 2005; Risko et al. 2008).

13



Traditional views af the practicum are of an apprentice-model. where the pre-service teacher
is immersed into the teaching situation. observing, absorbing. and eventually imitating the
supervising teacher. In theory. pre-service teachers are able to observe the useful and efficient
pedagogic practices of their supervising teachers in their classrooms. and gain useful
experience in planning and managing student learning activities in a hands-on way.
Furthermore, it is expected that pre-service teachers are able to reflect on their pedagogic
practices in collaboration with their supervising teachers in ways that will inform their future
teaching practices. However. current views favour supervising teachers in the role of
supportive mentors rather than of top-down supervisors, and it is assumed that teacher-
mentors will support. model and sustain effective classroom practices. Within this context. pre-
service teachers are given more opportunities to observe other teachers, apply theory from
their coursework. examine problems that arise in classroom situations, and become analytical
and reflective professionals. This kind of authentic practicum is the most valuable part of the
teaching education program that helps in shaping their teaching experience (Gurvitch &
Metzler. 2009). as well as the development of their self-confidence (Lankard. 1995). Hence.
authentic practicum that gives pre-service teachers the chance to practice teaching in real

classroom settings is a powerful opportunity to enhance their process of learning to teach.

General Issues with Field Experience:

The issue of constituting quality teaching practicum has been a matter of concern in many
studies. including researches. books. articles and reports. Many recommendations and
suggestions about university practicum program components and the vital role of each have
been offered. Some researchers gave more attention to the importance of training pre-service
teachers to “'think™ and “act™ like teachers, and to recognize and interact with the complex

nature of the classroom. Those researchers, such as MCbee (2004) suggest that what pre-

14



service teachers need to develop is the practical knowledge and skills. knowledge that is
embedded in practice where the emphasis is on learning from teaching not learming how to
teach. To MCbee (2004) this kind of knowledge may include knowledge of the classroom
situation. craft knowledge and personal practical knowledge.

On the other hand. researchers such as Ayers (2004) recommended the integration of
theoretical knowledge and professional practice across the three main aspects of a teacher
education program: content. pedagogy and professional knowledge as well as providing a
variety of experiences in a range of school contexts. The idea of integrating both theoretical
knowledge and professional experience was supported by many other researchers such as
Cochran-Smith (2005). Darling- Hammond (2005). and Thiessen (2000) who believe that the
main issue of constituting effective teaching practicum is teacher’s ability to translate the sets
of knowledge they acquired during their university coursework into teaching activities.
Hence. emphasized the fact that tield experiences should be related to and embedded within
methods courses, and that it should be carefully constructed and coordinated with university
coursework.

Giving equal importance ot both the method courses and tield experience, Grossman et al.
(2008) believe that without the significant interaction between field experience and university
coursework. pre-service teachers may perceive that what they are learning through their field
experience does not correlate with what they have studied during their coursework at the
university. This idea was supported by many researchers such as Thiessen (2000) who
indicated that teaching mainly depends on pre- service teachers’ ability to concurrently use
procedural and practical knowledge they acquire through their coursework and tield

experience in purposetul context.

15



Field Experience Challenges

Although the intended outcomes and purposes of the practicum components in pre-service
teachers” preparation and education are quite obvious. several problems usually appear in the
implementation stage. Theretore, researchers have directed their attention to two important
issues: the challenges pre-service teachers encounter while carrying out their teaching duties
in classroom settings and; to the personal practical knowledge pre- service teachers have
about the classroom situations (Yost. Sentner, & Bailey. 2000). Furthermore. What really
goes on in the classroom and how pre-service teachers perform in difterent situations has
peen the main focus of the current classroom knowledge research (Bartels. 2005; Dikdere,
2007).

School Setting and Classroom Teaching Practice Challenges:

Researchers like Schempp & Graber (1992) believe that part of the pre-service teachers' tield
experience challenges is mainly attributed to the high expectations set on pre-service teachers
by their education programs. Pre-service teachers education programs often expect a pre-
service teacher to perform like a 30- year- experience teacher disregarding the fact that a pre-
service teacher enters a pre-existing field that has its established customs, system, rules,
patterns and challenges. Yet, most of the pre-service teachers’ literature details some
conflicts and challenges encountered by pre-service teachers during their tield experience that
are related to school setting and classroom teaching practices. Among these challenges are 1)
the lack of connection between university and the school placement: 2) pre-service teachers’
isolation or their failure to socialize with others: and 3) challenges encountered by pre-service
teachers in the classroom .

The lack of connection between the university and the school placement was an area of
concern of many researchers like Darling Hammond (2005) and Buck. et al. (1992). The lack

of connection between the university and the school placement includes the choice of
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cooperative teachers. the selection of classroom settings. the length of the practicum. the kind

of supery ision. and the duration of the practicum.

Another important challenge pre- service teachers may encounter during their practicum is
"isolation" or the failure to socialize with others. As reported by Montgomery (2000) some
pre-service teachers often fail to socialize with others during their teaching practicum.
Socializing with others includes interactions with administrators, parents and most
importantly the cooperative teachers. Montgomery (2000) believes that the kind of isolation
a pre-service teacher may encounter during the practicum and the failure to socialize with

others has great negative impacts on pre-service teachers’ attitudes, beliefs and actions. and

consequently change their conceptions about teaching and learning.

severtheless. the growing number of researchers are moving away from focusing on
challenges encountered by pre-service teachers due to inappropriate placement or isolation
factors to focus on what is really happening during the pre-service teachers' daily classroom
teaching practice. A plethora of previous study findings indicated that pre-service teachers'
classroom experience challenges mainly include classroom management, dealing with
unmotivated learners. managing time. inappropriate lesson planning, or doing well when the
university supervisor is present (Draper, O'Brien, & Christie, 2004; Buck et al. 1992).

One of the most important studies in the literature of pre-service teachers' classroom
challenges was the study conducted by Veenman (1984). Veenman (1984) reviewed 83
different studies from different geographical locations. Veenman (1984) found that
insufficient material. heavy teaching load. dealing with individual difterences. classroom
discipline and motivating students are among the most common problems pre-service
teachers encounter during their field experience. Veenman (1984) tindings are in consensus
with many other research findings which indicate that most of the pre-service teachers’

classroom challenges are usually related to classroom discipline problems and classroom
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management (Draper. €3 Brien. & Christie, 2004; Lee. 2004: Orungbemi .2009). The results
of Orungbemi (2009) study about the use of teaching skills among primary school social
studies teachers. for example. indicated that there is a correlation between pre-service
eachers’ teaching skills and keeping discipline in the classroom. Orungbemi (2009) pointed
out that effective teaching can help minimize the noise level in the classroom and make
students more interested and attentive. Another qualitative research conducted by Lee (2004)
about English pre-service teachers’ perceptions of their practicum and the challenges they
faced during their field experience showed the same results. The results of Lee's study
revealed pre-service teachers” satisfaction as they retlected on their success in developing
rapport with students and their ability in engaging their pupils in meaningful learning yet, the
pre-service teachers in Lee’s study complained about difficulties in classroom management
and challenges they faced that are related to recognizing individual differences and dealing
with various levels of pupils. Lee’s study is considered noteworthy since it investigated
aspects of pre-service' practicum. including what they succeeded in and the challenges they
faced during their field experience.

The Discrepancy between Coursework and Field Experience

The research literature suggests that the practicum is the best hands on method for pre-service
teachers to acquire real experience and to learn about the teacher’s roles (Caires & Almeida,
2005). However, the discrepancy between theory based knowledge and teaching practices in
natural classroom settings has raised a major concern for many educators (Branstord,
Darling-Hammond & LePage. 2005; Berger& Luckman. 1991; Wallace. 1991, Lyon.
Vaassen & Toomey. 1989 ). Lyon, Vaassen & Toomey (1989) for example. reported that pre-
service teachers find that the teaching program coursework has little impact on their teaching
and that pre-service teachers tend to find discrepancies between theory and practice, therefore

they believe that their coursework is too theoretical and can't be applied in natural classroom
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settings. Additionally. Wideen et al. (1998) studied the process of learning to teach by
reviewing previous studies trom 1990 to 1996 to come up with the conclusion that pre-
service teachers usually encounter the challenges of bridging the gap between the school
culture and the university. Moreover. filed experience and beliefs about teaching and learning
usually contlicts with theoretical knowledge the pre-service teachers acquire through their
teaching program coursework.

The reasons behind the discrepancy between university academic course works and field
experience were investigated by many researchers . For example, researchers like Zeichner &
Tabachnick (1981) investigated the eftects of school experience on the education received by
pre-service teachers during their coursework . They reported that much of what pre-service
teachers learned at the university courses is “washed out™ when pre- service teachers enter
their own classroom. In the study of Desjean-Perrotta, Moseley & Cantu, (2008) about the
effect of practical experience on what pre-service teachers studied during their coursework.
the researchers indicated that when faced with a teaching situation in which a pre-service
teacher theoretical knowledge and field practices contlict, the pre-service teacher is likely to
revert to his/her practices rather than the knowledge to guide his/her performance.
Furthermore, Some researchers like Borg (2001) and Virta (2002), attributed the gap between
university coursework and tield experience to pre-service teachers’ beliefs which are affected
by two important factors; their knowledge and interest in the subject they teach. These
beliefs make it difficult to pre-service teachers to transfer what they had studied in their
coursework during their teaching preparation program into their classroom practices and

hence can't bridge the gap between theory and practice (Ross, 1987).

More to the point are the findings of some previous studies that revealed two important

dimensions of consideration that are attributable to the discrepancy between coursework and
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field experience. These twir dimensions are: a) The focus by teacher education programs on

technical proficiency of pre-service teachers which often results in pre-service teachers who
are viewed as passive agents in the teaching environment (Goodman. 1986: Shulman. 1986:
Zeichner & Tabachnick. 1981). and: b) The pre-service teachers’ wrong assumptions about
the application of theories they studied during their academic study in the classroom (Gordon.
2001). Many pre-service teachers assume that educational theories are established facts that
have direct applicability to the classroom. To Gordon, This assumption which assumes a
causal relationship between educational theory and the practice of teaching is false and helps
increase the gap between university course work and tield experience. Theories cannot be
taken entirely without any moditications and put into practice in a particular classroom. One
given practice may retlect difterent theories about how people learn. Theories must be
applied in more nuanced and contextual ways, taking into account the social context in which

it was created as well as various particulars of each classroom situation .

Implications for bridging the gap between university course work and field experience are
discussed by many researchers. Recent studies have examined this theory-practice gap and
suggested some enhancing factors of the teacher education programme which help to close
the gap between the theory and practice of teaching (Clitt & Brady, 2005; Schulz, 2005:
Davis. Petish & Smithey. 2006 : Hedrick. 1999 and Allen. 1988) . Clift & Brady (2005) for
example. noted several contributions to research about pre-service teachers preparation and
field experience: among these contributions is that desirable practice is more likely to occur
when there is coherence between the methods course and field work or between theory and
practice. Furthermore, Researchers like Schulz (2005) believe that innovative teacher
preparation programs such as the inquiry-oriented program are required to bridge the gap

between theories studied at the university and field practice. Others believe that the gap
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between theory and practice can be signiticantly narrowed when some techniques are applied.
For example. in a study conducted by Davis. Petish & Smithey (2006). the results revealed
that tieldwork within a methods course helps pre-service teacher understand the content and
increase their teaching efficacy. Likewise. researchers like Hedrick (1999) found that pre-
service gained great benefits and noticed an increase in the pre-service teachers teaching
efficacy when they were involved with one-on-one tutoring sessions during their field
experience. while concurrently enrolled in a subject-specific methods course that matches the
content they were teaching. More to the point. Allen (1988) found that the preparation in
pedagogy can contribute significantly to effective teaching, particularly subject specitic

courses and courses designed to develop skills such as classroom management. assessment.

curriculum and instruction.

Curricular Reform

Curricular reform is a complex process and while there are many resources and
support factors that appear to intfluence curricular reform, it is apparent that any successful
curricular retorm will need to take into account teachers’ preparation. For example, in the
context of a curriculum reform. Clark (1988) identitied 12 factors that aftect the change
process. Among these twelve factors are the reform movement in general: the innovative
curriculum materials; the in-service program: the external support personnel; the day-to-
day conditions under which teachers work; and teacher subject knowledge. Other researchers
like Memon (1997) identitied a more comprehensive list of factors affecting curriculum
reform that are grouped as curricular, instructional, and organisational factors. Yet,
many researchers place more emphasis on the purpose behind curricular innovation. To these
researchers curricular reform and curricular development should be implemented not only to

communicate what students should learn but also to guide instruction (Ball & Cohen. 1999:
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senk & Thompson. 2003). Therefore. many of the reforms of curriculum have been based on
jundamental shift in thinking about the curriculum intended purposes. This shift in thinking
about the purpose of curriculum innovations has been accompanied by the progressive i1deas
and practices of the maintained education system. The standards- based curriculum for
example. which has been adopted by many reform movements has been ongoing in secondary
education since the 1990s (Riordan & Noyce, 2001: Ridgway et al. 2003): while in primary
education. integrated. enquiry-based curricula. and child-centred approaches have recejved
much appreciation from government advisers and educators. A common argument has been
that such approaches led to good managed classrooms and better student achievement. vet
demands high quality teaching. Therefore. inadequate pre-service teacher education can
impede the right implementation of curricular reforms (Choi, 2000: Hiramatsu, 2005).
Accordingly. researches about the etfect of curricular reform on pre- service teachers'
performance during their field experience. are important to find out how pre-service teachers
interpret and implement the major concepts mandated by the reformists. Ridgway et al.
(2003) for example. indicated that there is a need to document the nature of instruction
occurring in the classrooms where curricula reforms are being implemented by pre-service

teachers.

The Integrated Approach to Curriculum Reform:

Some education programs can be described as “different” from the traditional approach to
curriculum in that it delivers a program that can be described as “integrated”. Examples of
integrated curricula elapse with a number of names in the literature. for example,
contextualized instruction (Rivet & Krajcik, 2008); community connections (Bouillion &
Gomez. 2001): Science technology and society (Pedretti. 2005) and, youth-cantered

perspective (Buxton, 2006). The Integrated curriculum approaches to learning involve
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students looking towards multiple dimensions across disciplines. In integrated approaches t
g 0

curriculum students are guided and supported by the teacher, but the focus is on the student
being an active learner. Having the opportunity to use knowledge and skills from several
disciplines ofter increased opportunities for making the curriculum relevant, Jacobs (1989)
summarized the main reasons behind the move towards an integrated curriculum as the
existed fragmented teaching schedules. concerns about curriculum relevancy and a lack of
connections and relationships among disciplines. Thus. the movement towards integrated

curriculum is considered a move to more comprehensible concepts and connections among

them.

However. the integrated approaches to curriculum are a debatable issue with commentators
either supporting or opposing its implementation in schools (Hatch. 1998). Opponents of the
integrated curriculum tend to raise epistemological arguments that focus on the structure of
knowledge. They argue that disciplines provide students with specialized knowledge needed
when trying to solve problems related to particular disciplines or when they need to build
thorough explanations of focused aspects of the world. Opponents of the integrated
curriculum emphasize the aftective front of the debate when defending the integrated
curriculum. They believe that disciplines are considered important human achievements that

have provided the best answers to basic and deep questions about the human world.

In the contrary, supporters of the integrated curriculum believe that knowledge in the real
world is holistic and that there is no need to make such divisions of knowledge into subjects
for teaching in schools (Hatch. 1998). Researchers who advocate curriculum integration are
with the idea that one of the best ways to promote problem solving is through an enriched
environment that connect concepts across disciplines (Wolf& Brandt, 1998; Austin, Hirstein
& Walen. 1997; Kain, 1993). They believe that the integrated curriculum is a learner- centred
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approach that empowers students to generalize, transfer knowledge to a variety of situations
1 the real world. apply knowledge and skills in multiple subject areas, provide students with
a more comprehensive learning experience and greater understanding that they cannot be
obtained by examining the parts separately (Bansford. Brown & ( ockin, 2002; Senechal.
2008). Advocates of the integrated curriculum view it as a plausible solution to developing a

significant approach to teaching and learning (Adelman. 1999). To theses researchers. the

idea of integrated teaching allows students to find out and understand the relationships

between leaning in all curriculum areas.

Theoretical Framework
Curriculum Reform and the Pre-service Teachers' Subject Matter Knowledge:

Traditionally, the lack of success of many curricular reforms is attributed to the failure of
teachers to implement the innovation due to their lack of subject matter knowledge. From this
perspective many research results indicate that pre-service teachers who have solid
knowledge of the subject matter that they teach are more eftective as implementers of
curriculum innovations. In addition, several studies showed positive correlation between
teacher’s knowledge of subject matter, higher student achievement and higher teacher
performance (Darling-Hammond. 1999: Monk, 1994, Eisner, 1992) particularly in
mathematics. science and reading (Coldhaber & Brewer. 2000: Monk. 1994 Ferguson &
Womack. 1993). Eisner (1992) for example argued that the lack of knowledge and the feeling
of insecure about a subject may lead to the decrease in pre-service teachers’ effectiveness.
For these researchers. knowledge of subject matter cannot be acquired as pre-service teachers
practice their field experience. The assumption that teachers™ understandings of their subjects

develop as they teach has little evidence in previous research studies.
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Merefore. Shulman’s studies of teachers” knowledge and thinking have come to be viewed as
one of the most important aspects of educational research. Shulman(| 986) indicated that
hilst a knowledge base for teaching was supported rhetorically. its character base was T
specified. Shulman’s work was influential particularly in conceptualizing subject knowledee
and its pedagogical application. Shulman (1986) found that teaching and learing to teach
must be viewed in discipline- specific perspectives. Thus. Shulman (1986) emphasized the
importance of three categories of knowledge. the pedagogical content knowledge. the subject
matter knowledge and the curriculum knowledge. For Shulman ( 1986). subject matter
knowledge pertains to a core teacher’s depth and breadth of understanding and
conceptualizing of his or her certification area (e.g.. mathematics for a mathematics teacher)
while pedagogical knowledge refers to a teacher’s knowledge of general pedagogy such as
classroom management, questioning. planning and so forth. Furthermore, some researchers
.uch ag An.. Kulm. & Wu (2004). Park & Oliver (2008) and Grossmann (1990) added
knowledge of students to Shulman’s three categories. Other researchers like Ball, Hill & Bass
(2005) classified teacher knowledge into four categories- general pedagogical knowledge,

subject matter knowledge, subject-specific pedagogical content knowledge and knowledge of

context.

The agreement among researchers to include subject matter knowledge indicates its
importance as a central requirement of what makes a qualitied competent teacher. Theretore.
top-down reforms have emphasized the importance of the acquisition and development of
subject knowledge as a prerequisite for early teacher training and professional development.
This emphasise on specific subject matter was justified as to teach the innovative curriculum
in primary schools. strong subject matter knowledge is needed. Cochran- Smith & Lytle

(1992) for example. believe that focusing on what teachers know or need to know is an idea
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that is affected by the attempts to improve curriculum through research and practice. For
example. Wragg. Bennett & Carre (1989) reported a survey of teachers in 400 primary
schools in Britain, w hich found that many seemed to have inadequate knowledge of
some subject areas. and did not feel comfortable when they teach them in the
curriculum: science being identified as particularly challenging. followed by mathematics.
Another study in the same research program (Bennett .1993) found that teachers' subject
knowledge. across a range of subjects. to be limited when they were tested at the beginning
and end of their training. A conclusion drawn in much of this work was that these low levels
of subject knowledge were challenging: teachers could not teach what they did not know
(Bennett. 1993): Furthermore. curriculum innovation can hardly be successful unless
teachers’ knowledge of subject matter is taken into account. Therefore, subject knowledge in
pre-service teachers' academic courses should be enhanced and prioritized since
curriculum innovation requires pre-service teachers to have solid knowledge of subject matter

to be able to transform curriculum documents or ideas into practice.

Teaching Mathematics & Science Reformed Curricular:

The current reform movement in science and mathematics curricular places far more
responsibility within the hands of individual teachers. Teachers are expected to make
numerous on-the-spot decisions about how to enhance student thinking as they struggle to
understand the subject matter. Different disciplines require different types of specific
knowledge and competencies which are considered important factors that influence teaching
(Neumann. 2001). According to Schwab (1978) subjects are structured according to the ways
in which their content was arranged and organized (substantive structures), or according to
the accepted ways of adding that knowledge (syntactic structures). Knowledge of
mathematical rules for example, may require pre-service teachers to know how to justify why

they work. They should have the ability to choose appropriate tasks. examples and a
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repertoire of teaching strategies. They should know about students conceptions
misconceptions and the difficulties their students face in order to eliminate these difficulties

effectively.

In teaching science and mathematics to elementary school students. the focus of the
curriculum is usually on the content and delivery of subject matter. Therefore. the curricular
are linear. step-by-step. and most importantly subject dependent. The language of
mathematics for example. has its own terminology. syntax (sentence structure). semantic
properties (truth conditions). and discourse (text) features. Unlike natural language. however,
math texts: (a) are conceptually packed. (b) require up-and-down and left-to right eye
movements. (¢) require multiple readings. (d) are made up of a variety of symbols. charts and

graphs. and (e) contain a great deal of particular language with precise meanings (Bye. 1975).

slathematics content requires the student to apply not only language but also mathematics
concepts. procedures. and applications they have already learmned. Thus, the classroom
environment in which English is used as a language of instruction to teach mathematics.
should promote second language acquisition through a natural process in which the focus is

not on the language but on communicating the process and applications of mathematics.

Similarly. to teach science, teachers need a number of science teaching approaches such as
inquiry and discovery approaches and successtul science teaching models (Bybe, 1987).
Additionally. they need to understand how to analyse and how current theories are related to
science curricula (Fleer & Hardy, 2001). Learning science provides a wide range of language
functions; extensive vocabulary; and the use of previous educational experience for
developing new concepts. It gives a rich context for authentic language use. It provides
opportunities for students to negotiate meanings; plenty of language input; materials for

developing reading and activities for developing writing.
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Yet, some previous studies suggest that the preparation received by pre-service teachers is
inadequate for teaching toward high subject-matter standards, These studies indicated that
pre-service teachers may have mastered basic skills, but they lack the necessary conceptual
understanding that is essential when responding to questions targeted to them by their
students and when extending lessons beyond the basics. In mathematics for example. pre-
service teachers in elementary and secondary education had relatively sound procedural or
rule-dominated knowledge of basic mathematics, but had problems when pushed to explain
why procedure works and algorithm (Eisenhart et al. 1993). In addition. Deborah et al. (2008)
found out that many of the tasks implemented by teachers require mathematical knowledge
that has nothing to do with students or teaching. For example, knowing what method will
work requires subject matter knowledge and skills independent of knowing about students or
teaching. Deborah et al. (2008) then hypothesized that some aspects of subject matter
knowledge — not pedagogical content knowledge- need to be explored and included in
teachers’ mathematics courses. Furthermore, in a study conducted by Aubrey (1997) to
investigate early years teachers™ knowledge of mathematics content. teachers claimed that
their knowledge of mathematics was not often extensive. He then concluded that this
apparently was due to the low levels of subject knowledge which he considered problematic.
Likewise. Carlsen (1999) examined the discourse of biology pre-service teachers in natural
classroom settings and found that pre-service teachers. who are unfamiliar with subject

matter tended to close down classroom discussion, closely follow the textbooks and delay

instruction at the beginning of class.

To sum up. teachers can’t teach what they do not know (Bennett, 1993). Subject matter
knowledge in teacher preparation programs and professional development programs of

teachers should be enhanced and prioritised. Previous research tindings lent support to
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education reforms w hich are moving towards the direction of giving subject matter
knowledge great importance to teach different subjects in primary schools and a stronger

focus on subject knowledge study in primary teacher education programs.

pre-service teachers field experience studies conducted in the UAE

While there is a plentiful. varied and extensive literature on teacher education that represents
the process of becoming a teacher. much less has been available in the UAE context. In
addition. the majority of the researches on pre-service teachers in the UAE have been
conducted mostly by university professors. Most of these researches focused mainly on pre-
ervice teachers' use of technology to examine course materials in a field experience setting.
These studies were probably influenced by the increasing demand of utilizing technology in
K-12 classrooms in the UAE. Hence. researchers were motivated to explore the big question

of whether the use of technology by pre-service teachers help improve their teaching.

Recently. there has been a notable amount of valuable studies in the UAE that focus on pre-
service teachers’ uses of [CT e.g. use of computer (Almekhlati, 2004), the use of interactive
whiteboard (Ishtaiwa & Shana. 2011). videoconferencing utility for observing technology
integration (Almekhlafi. 2006). pre-service elementary teachers selt-efficacy beliefs toward
technology integration into the classroom in the UAE(AI-Awidi & Alghazo. 2012). and the
perceptions and validation of electronic portfolios’ use (Almekhlafi. Al-Mekhlaty & Forawi,
2011). The study which was conducted by Ishtaiwa & Shana (2011) for example, aimed to
investigate the relation between the use of interactive white board by pre-service teachers and
Arabic learning development. The study revealed that pre-service teachers' competencies and
expertise correlate with their ability to use technology in the class to enhance learning. The
researchers concluded that the way pre-service teachers incorporate technology into

instruction in terms of presentation and explanation of concepts and ideas had a recognizable
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impact in their teaching during their practicum sessions. Another study was conducted by
Almekhlafi (2006)to investigate UAE pre-service teachers' perceptions of the Utility of
videoconferencing (VL) technology to observe the integration of technology by teachers in k-
12 classrooms in the United Arab Emirates. The purpose of the study was to investigate the
utility of VC technology from the point of view of pre-service teachers at the College of
Education. United Arab Emirates University. The study involved 94 pre-service teachers.
who were registered in an educational technology course at the College of Education in the
United Arab Emirates University. The researcher believes that videoconferencing can enable
pre-service teachers see classrooms in action without physically going to schools. Participants
observed via VC a series of 45 minutes lessons. where technology integration was the focus
of these lessons. After given pre-service teachers the chance to interview teachers at the
distant sites. pre-service teachers were asked to fill a questionnaire about their perceptions of
the utility of VC for observing technology integration in these classrooms. In addition. they
were also asked to reflect more on the utility ot VC technology through discussion forums on
Blackboard. Results indicated a high self perception of the utility of VC for classroom
observations. In addition. the results revealed that VC technology can be a very important
delivery method. VC technology can be utilized to provide multiple opportunities to examine
the reality of teaching as well as real examples of the implementation of theoretical concepts.
The researcher recommended that Universities and schools should cooperate with each other
to take an advantage of this technology. He believes that VC technology helps overcome
some barriers that may hinder classroom observation visits to pre-service teachers. such as
time limitation, transportation. and lack of supervisors who can accompany pre-service
teachers to the schools. Furthermore a similar study was conducted about technology
integration by Al-Awidid & Alghazo (2012) to examine the effect of the UAEU pre-service

teachers' teaching experience on their beliefs about technology integration in teaching .
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Results indicated a signiticant effect of pre-service teachers' experiences of their self-efficacy
about technology integration. In addition. the findings of the study revealed that mastery
experience and explicit experience reported to be the most influential sources of self-efficacy

{o integrate technology among LUAEU elementary pre-service teachers.

While the issue of the integration of technology into teaching and learning by pre-service
teachers received great attention by many researchers in the UAE. very few studies were
carried out to investigate UAE pre-service teachers’ perceptions of their educational
preparation. One of the most important studies about pre-service teacher's perceptions of their
educational preparation was the study conducted by Tairab (2008). Tairab's study aimed at
investigating the extent to which the UAEU pre-service science teachers felt they were
prepared by their education program to teach science in elementary and secondary schools.
The study also aimed at investigating the UAEU pre-service science teachers perceptions
about the balance between various components that make up their teacher education program.
A 30-item questionnaire was structured based on a teachers education conceptual framework
adopted by the College of Education of the UAEU, and Danielson's (2002) model for
teaching. Participants were given the questionnaire during their posting to schools for their
teaching practice. They were asked to respond to the questionnaire, taking into consideration
the result of their training as pre-service teachers and to indicated the extent to which they
perceived themselves as prepared to teach science eftectively in their hosted schools. Results
of the study indicated that part of the dissatisfaction of pre-service teachers with their level of
subject matter knowledge might be due to the lack of integration between what they taught at
school and what they studied at the university. Although the UAEU pre-service science
teachers responded that they were adequately prepared in most categories, the researcher

believes that some educators would argue that graduates should be well prepared in all the
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CHAPTER THREE

Methodology

Introduction

The main goal of this study was to understand the challenges faced by the UAEU
English pre-service teachers as they were coping to teach within a major curricular reform
during their teaching practicum. The focus was on elementary school UAEU English pre-
service teachers who were involved in the UAEU teaching practicum program in the Fall of
2011/2012. The study incorporated a qualitative method design which utilized a combination
of semi-structured interviews. a questionnaire and an observation checklist. The use of
difterent data-collection methods helped check the consistency of findings. (i.e.. methods
triangulation). The data were analyzed using qualitative study methods and procedures. The
analysis of the study was founded in an inductive approach. which is based on comparative
method of data analysis that required the researcher to take one piece of data (i.e. one
interview, one statement...etc) and compare it with all of the other pieces that were either
similar or different (Patton. 1990).

This chapter serves to delineate the methodological procedures used in this research study.
This chapter includes the grounded theory approach, descriptions of the research design,
participants. instruments. data collection. data analysis, strategies for assuring validity.

reliability and trustworthiness.

The Grounded Theory Approach
Qualitative research methods are more appropriate to understand meanings people
assign to their experiences (Creswell. 1998). This study was best suited to a qualitative design
because it aims to find out the challenges encountered by the UAEU English pre-service

during their field experience as they were coping to teach within a major curriculum reform.
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Therefore. the grounded theory was the specific qualitative design selected for this study. The
researcher followed a grounded theory approach appropriate for the nature of this study to
collect data about the pre-service teachers' field experience challenges from the educational
field.

The Grounded theory as a methodology was originally developed by two sociologists. Glaser
and Strauss. In grounded theory. a researcher does not begin a research with a predetermined
theory in mind. Rather. the researcher begins with an area of study and allows the results to
surface from the data (Strauss & Corbin. 1998). Thus. since the grounded theory is
“grounded™ in data. it reflects the reality as to when data is authentic. Strauss and Corbin
(1998) emphasized that: “Theory derived from data is more likely to resemble the “reality’
than is theory derived by putting together a series of concepts based on experience or solely
through speculation ™ (p.12).

To find an inductively derived data about a phenomenon. the grounded theory method utilizes
a specific. logical set of procedures. The main procedure aims at coming up with categories
that are well defined and detailed (Strauss & Corbin, 1998). Furthermore, analysis in
grounded theory is composed of some coding techniques. First, the researcher breaks down.
examines. compares and categorizes data collected from different resources ( i.e. the
interview. the questionnaire . the observation checklist...). Second, the researcher tries to put
the data back together in new ways under main themes. Third, the researcher begins to relate
the categories to context. and consequences. Finally. a core category is selected. then
systematically the researcher relates it to the other categories and validating those
relationships.

Using grounded theory research methodology. the researcher found out about the UAEU
English pre-service teachers field experience challenges as they were coping to teach within a

major curricular reform.
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Research Design

This study employed a systematic grounded theory design to address the research questions.
Glaser and Strauss (1967) developed this qualitative approach to address research questions
for which no existing theory fits. In this study. the researcher used the steps of the systematic
grounded theory method in collecting data from participants to understand their challenges
and tield experiences as they taught within a major reform context. Strauss and Corbin (1998)
stated: "the grounded theory approach is a qualitative research method that uses a systematic
set of procedures to develop an inductively derived grounded theory about a phenomenon”
(p. 24).

Thus. the study employved a qualitative research design to explore the UAEU English pre-
service teachers’ field experience challenges within a major curricular reform. A qualitative
research approach is one that seeks to gain understanding by including a holistic view of a
specific context. The researcher builds a holistic picture. reports detailed views of informants,
and carries out the study in a natural setting by answering how and why questions (Creswell,

1998).

In education. qualitative research mainly entails investigating practices, or perspectives in
order to gain in-depth data. detailed examination and understanding of what is being studied
(Merriam, 1998: Patton. 1990; Creswell. 1998). The choice of qualitative design is consistent
with Creswell's description. Creswell (1998) emphasizes that a qualitative research is
preferred when variables cannot be identitied and when theories are not available to explain
behaviour of participants. In addition. qualitative approach is preferred than using methods
within a quantitative design as it gives the participants the chance to incorporate a broader
range of information.

A background information survey was used to gather general background data about the

cooperative teachers. The survey includes information about the participants’™ gender,
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elementary school type. grade level the cooperative teacher teaches, subjects s/he teaches.
length of teaching experience and number of pre-service teachers s/he mentors (See

Appendix A). Another background information survey was used to collect background
mnformation from the subject support specialists. The survey aimed at gathering information
about the gender. specialization. length oif supervision experience and the number of times a
subject support specialist supervised pre-service teachers (5ee Appendix B).

A semi structured interview was conducted with the UAEU English pre-service teachers to
answer the first research question about the challenges that UAEU English pre-service
teachers face during their field experience within ADEC curricular reform (See Appendix C).
A questionnaire was completed by the cooperative teachers to answer the second research
question about the challenges that UAEU English pre-service teachers were able to overcome
(See Appendix D). An observation checklist was used to collect an in-depth data about the
extent to which the UAEU English pre-service teachers were prepared to teach within a major
curricular reform and thus provide answer to the third research question (See Appendix E).
Examining the UAEU English pre-service teachers. the cooperative teachers and the subject
support specialists’ responses helped identity the common themes and hence created a
general profile and an answer to research question four about the major issues pertinent to the
challenges the UAEU English pre-service teachers face during their tield experience within
ADEC curricular reform.

The Participants

The participants of this study consisted ot S UAEU English pre-service teachers (5 temale
pre-service teachers who were enrolled in the teaching practicum in the Fall semester of the
academic year 2011-2012 to pratcice teaching in Al-Ain public schools, agreed to participate

in the study) and 5 cooperative teachers at two elementary schools where the pre-service
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teachers were placed during their field experience. The 10 participants were all females (no
male English pre-service teachers were registered in the course). The 1IAEU English pre-
service teachers assumed responsibility for teaching 2 to 3 periods per day to grades 1. 2 and
i. Fach English pre-service teacher assigned only one grade level to teach and was mentored
by a cooperative teacher. supervised by a university professor and a subject support specialist
during her practicum.

Mo certain criteria were developed by the UAE University regarding the selection of
cooperative teachers. but generally the specialization of the cooperative teachers should
match those of the pre-service teachers. o specific teaching experience was required.

In this study. the cooperative teachers’ professional experience ranged from 4 to 12 years
with an experience of mentoring pre-service teachers ranges from 1 to S years. For the
purpose of this study, each English pre-service teacher and each cooperative teacher was
given a pseudonym to keep her identity anonymous and the schools were referred to as
School A and B. to ensure anonymity as well as confidentiality. Subject support specialists
have supervision experience in the field of education ranges from 12 to 16 and more than 10
vears of experience in mentoring and supervising pre-service teachers.

Instruments

The data were gathered in the fall semester of the academic year of 2011-2012. The data were
collected through background information surveys (See Appendices A & B), a semi-
structured interview with UAEU English pre-service teachers (See Appendix C). A
questionnaire applied to cooperative teachers (See Appendix D), and classroom observation

checklist conducted by subject support specialists of ADEC (See Appendix E).

To answer the research first question about the challenges the UAEU English pre-service
teachers taced during their tield experience, semi-structured interviews were conducted with
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the five LIAEU English pre-service teachers. The data collected from the questionnaire was

used to determine the challenges the UUAEL! English pre-service teachers were able to

overcome and hence answer the second research question. Observations for each participant

were conducted to address the third research question. in which data about the UAEU English

pre-service teachers” preparation to meet the challenges of curricular reform were collected.

The use of multiple resources helped to create a general profile and in turn helped to improve

the trustworthiness of the research findings.

The Background Information Surveys: The 1wo background surveys were used to gather

general background information about the cooperative teachers and the subject support

specialist of English. mathematics and science (See Appendixes A & B).

The cooperative teacher background survey requires information about gender, school type,

grade level the cooperative teacher teaches, subjects the cooperative teacher teaches, length

of teaching experience. number of times the cooperative teacher mentored pre-service

teachers and the number of UAEU English pre-service teachers they mentored in Fall

semester of 2011- 2012 (See table 1).

Table 1: Demographic Information of Female Cooperative Teachers in Elementary Public Schools

Cooperative | Grade | Subjects taught Years of Experience in
Teacher level | (English, Experience mentoring pre-
Mathematics or service teachers
Science)
1 2 All 6 first time
2 1 All 9 first time
3 3 All 4 first ime
4 3 All 5 first time
5 | All 12 from2to 5
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The second background survey was used to collect background information frgm the subject
support specialists. This background information includes data about gender. specialization.
subjects a subject support specialist supervises. length of supervision experience. number of
times they supervised pre-service teachers. and number of times they observed 11AEU
English pre-service teachers in Fall 2011- 2012 (See table 2).

Table 2: Demographic Information of Female Subject Support Specialists

Specialization | length of supervision Times supervising Number of pre-
| experience pre-service teachers service teachers
observed
English 12 years more than 10 5
“"Jathematics 16 years more than 10 5
=cience 16 years more than 10 S5

A Semi-structured Interview: The semi- structured interview was conducted during student
teaching field experience. In addition to prepared questions. other spontaneous and
elaborative questions were asked by the researcher to clear some views and for threaded

discussion purposes.

The interview design included both specific and general questions starting with the more
general and leading to more specitic questions. The background information questions were
asked at the beginning of each interview followed by interview questions dealt directly with

the first research questions.

The purpose of the interview was to provide detailed information reported by the pre-service
teachers themselves about challenges thev encountered during their field experience in the
context of curricular reform. Thus. the questions were asked about field experience to

determine the challenges the UAEU English pre-service teachers faced during their teaching
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of mathematics. science and English. Samples of questions that were asked included: What
challenges do you face when teaching each subject (English. mathematics and science)? Why
do you think you encounter these challenges? and: challenges were you able to overcome and

what problems do you think remain unsolved?

To get information about the LIAEU practicum program from the point of view of the pre-
service teachers, questions were asked to get the UAEU English pre-service teachers opinion
about the preparation they received during their course study and how this preparation helped
them to overcome the problems they mentioned. The UAEU English pre-service teachers
were also asked about what should be done to enable them to meet the requirements of the

curricular reform during their field experience (See Appendix C).

A Cooperative Teacher Questionnaire: The cooperative teacher questionnaire, consisted of 7
items on a S-point likert scale rating from strongly disagree 17, to strongly agree “37. and
three open ended questions. was used to collect data about the UAEU English pre-service
teachers performance during their field experience, the challenges they faced. the challenges

they were able to overcome and how they overcame those challenges.

[tems included in the questionnaire focused on cooperative teachers’ rating of pre-service
teachers™ knowledge of subject matter of English, mathematics and science and knowledge of
curriculum (i.e catering for students™ individual learning styles when designing instruction,
structuring leaming materials to develop significant learning experiences. the use of available
resources and teaching the integrated curriculum). Cooperative teachers were also asked to
respond to 3 open ended questions about areas the UAEU English pre-service teachers were
good at in teaching English, mathematics and science, problems they faced as they taught
English. mathematics and science and. how they were able to overcome these problem (See

Appendix D).
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An Observation Checklist: A total of 15 classronm observations by the three subject support
specialists of Fnglish. mathematics and science took place in a natural classroom setting.
Creswell (2003) suggested that abservations should take place in a natural setting to access

pertinent information. L’lassroom wbservations lasted 30 to 45 minutes.

The choice of answers in the observation checklist was given in a Likert scale ranging from
excellent 57" to poor 1. The focus was on the knowledge of subject matter of English.
mathematics and science (i.e. knowledge of central concepts. the use of inquiry methods that
are central to the discipline. designing instruction appropriate to students’ learning styles
engaging students in meaningful learning. linking curriculum to prior learning. the use of
different resources and curriculum materials for instructional delivery, and the use of
integrated approaches to teaching and learning). In addition, subject support specialists were
asked to respond to three open ended questions about the UAEU English pre-service
teachers” strengths and the problems they faced in teaching each subject and whether they
were prepared to meet the challenges they faced during their field experience within the

ADEC curricular reform (See Appendix E).

Criteria which are related to knowledge of subject matter and knowledge of the curriculum
was adapted from Danielson’s Framework for teaching (1996) and Shulman (1986) two
categories of subject matter knowledge (including knowledge of concepts and knowledge of
syntactic structure) and knowledge of curriculum. According to Danielson's framework for
teaching. pre-service teachers should demonstrate clear and intentional focus on subject
matter as well as content and curriculum. For Danielson, knowledge of subject matter is the
basis of a discipline that includes tactual information, organizing principles. and central
concepts. This view of the importance of subject matter knowledge aligns well with
Shulman's definition of subject matter. For Shulman (1986). knowledge of subject matter
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involves knowledge of concepts and facts as well as knowledge of syntactic structure

including legitimacy principles for rules of a particular subject domain.

Based on Danielson's framework for teaching and Shulman two categories of subject matter
knowledge . indicators of subject matter knowledge and curriculum knowledge includes
lesson and unit plans that reflect important concepts in the discipline, lesson and unit plans
that accommodate prerequisite relationships among concepts and skills. awareness of typical
student misconceptions in the discipline and work that mislead them . accurate answers to
student questions and inter-disciplinary connections in plans and practice.
In addition. Danielson believes that the pre-service teacher should have good knowledge of
content and pedagogy and knowledge of resources. They should be familiar with the
particularly pedagogical approaches best suited to each discipline and students' learning
styles. They should select resources that align directly with the learning outcomes and which
will be of most use to the students to develop significant leaning experiences.

Procedures & Data Collection
Qualitative research methods were used in this research study which was conducted in public
elementary schools in Al-Ain. Background information about the cooperative teachers and
the subject support specialists was collected using background information surveys. While,
English pres- service teachers™ background information was collected at the beginning of
each interview. Interviews were conducted at the school site of each of the tive UAEU
English pre-service teachers with the intended population. Data was collected from the
UAEU English pre-service teachers through tace to face interviews for about halt an hour.
All interviews were conducted by the researcher using audio-recording. Each interview was
then transcribed. including repeated words, false starts and verbal pauses to keep the spirit of

the interviews. Each transcript included the pseudonym of the interviewee and the location of
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the interview (Rubin & Rubin. 2004). Some participants were given a verbatim transcription
of their interviews to read and check. Transcriptions were then typed for turther analysis. In
advance. the UAEL English pre-service teachers and their cooperative teachers were
informed of the purpase of this research study.

A questionnaire was filled in by 5 cooperative teachers who mentored the S UAEU English
pre-service teachers at the elementary school sites. Anonymity as well as confidentiality was
ensured. A coding system was developed to ensure anonymity of participants. All the UAEU
English pre-service teachers and their cooperative teachers were given pseudonyms.
{Ibservations of the UAEU English pre-service teachers’ performance took place when
teaching the three subjects: English. mathematics and science. Observers were mainly ADEC
subject support specialists of English. mathematics and science. The observations took place
in the classrooms of the UAEU English pre-service teachers who were interviewed. The
presence of the subject support specialists as observers did not distract the UAEU English
pre-service teachers in class. since they were used to these type of observation by their
cooperative teachers. their subject support specialists, their peers and the university
supervisors. The observations were recorded using the observation checklist. The main
purpose of observation was to assist in drawing meaningtul inferences about pre-service
teachers” knowledge of subject matter and knowledge of the curriculum which can reveal
whether they were prepared to meet the challenges they faced as they taught within a major
curricular reform. and to help triangulate the data.

Participant responses’ were then sorted into categories represented by the main questions of
this research study and general grounds were established among the results and the findings

of the interviews. the questionnaires. and the observation.
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Data analysis
The study had mainly a qualitative element in that it was based on the “holistic picture.
formed with words™ (Creswell, 1994) arising from the pre-service teachers responses to interview
questions. the cooperative teachers' responses to the open ended questions and the subject support
specialists’ responses to open ended questions. Yet, the study had also a partly quantitative
element in that frequencies were calculated for the cooperative teachers' responses and the subject
support specialists’ respiinses to the Likert scale items.
Patton (2002) emphasized that "the challenge of qualitative analysis lies in making sense of
massive amounts of data.” (p. 432). Qualitative data analysis entails reducing the amount of
raw data: identify patterns. and finding common themes of what the data reveal (Patton.
2002). Analysis of the data occurred in the tfollowing three steps: categorizing the data,
describing the data. and summarizing the data (Creswell. 2002).

% grounded theory approach was used in the analysis of the qualitative data while themes were
inductively derived from the data (Bernard. 2000). Based on Bernard's (2000) *mechanics of
grounded theory’ cooperative teachers' responses to the three open-ended questions included in
the questionnaire in addition to the subject support specialists' responses to open ended questions
included in the observation checklist were coded and categorized. As categories were developed
they were reviewed and checked several times to identify similarities, differences and other
patterns that linked them.

Analysis of Interview Data: The UAEU English pre-service teachers responded to each of
the interview questions. and their answers were categorized into emergent themes. Themes
are summary statements and explanations ot what was going on.

The data-analysis process entailed multiple readings of each interview transcript until the
emerged patterns could be identified. The researcher kept looking for key phrases that were

repeated in each interview and across the interviews of all participants. Some of the key
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phrases that were repeated in the interviews included ADEC curriculum. challenges. course
work. practicum. planning. knowledge ot mathematics and science and finding resources and
materials. Keywirds were then highlighted using highlighter markers and pens of various
colours in the transcripts of the interviews. After finding and integrating themes. the
researcher began to code them to £xamine all of the data units that refer to the same subject
across all the interviews. The transcripts were coded using a marginal coding technique
(Creswell. 2002).

After each interview was coded categories were developed and analyzed using the main
themes and the results of the research were accumulated to provide an answer to the first
research question about the challenges the UAEU English pre-service teachers encountered
during their field experience. Some of the UAEU English pre-service teachers™ quotes were
selected that best illustrate the meaning of the category: and to provide a "voice" to pre-
service teachers interviewed when describing the data. The use of direct quotes can be used to
support the researcher’s interpretations and conclusions (Brantlinger et al. 2005).

To ensure validity, each participant was given the transcription of her interview to read and
check. Participants’ checking is a commonly used method for ensuring validity in qualitative
research (Fraenkel & Wallen. 2003: Merriam. 2002). None of the participants raised any
issues or comments regarding the quality of the transcriptions: additionally, subject support
specialists checked and discussed interpreted data collected in an ongoing basis.

Analysis of the questionnaire data: The quantitative data from the structured questionnaire
were analyzed and categorized under three themes; knowledge of subject matter. knowledge
of curriculum and the challenges the UAEU English pre-service teachers were able to
overcome when teaching English, mathematics and science. The questionnaire was used to
provide the level of agreements amongst cooperative teachers responses regarding pre-service

teachers' field experience challenges. With regard to the structured questionnaire, cooperative
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teachers responded to prompts by responding to ditferent questionnaire items (Likert scale
ranging from strongly agree *5™ to strongly disagree ~17): these data were analyzed
quantitatively using descriptive analysis method to describe the distribution and range of
responses to questionnaire items.

Graphical analysis were used as a means of displaying the data gathered from the cooperative
teachers™ responses to the questionnaire in visual formats that make it easy to see patterns and
identify similarities or differences among the results set.

Additionally. the cooperative teachers written responses to open ended questions were
analyzed by the subject support specialists and categorized under common themes including
the challenges that the L/AEU English pre-service teachers taced during their field experience
within the ADEC curriculum reform and the challenges the UAEU English pre-service
teachers were able to overcome. The open-ended questions collected data that added more in-
depth insights to the challenges that UAEU English pre-service teachers encountered during
their field experience within ADEC curricular reform and how they tried to overcome these
challenges.

Analysis of Observation Data: The UAEU English pre-service teachers™ classroom
performances were observed and the observations were recorded by ADEC subject support
specialists of English. mathematics and science using an observation checklist. Hatch (2002)
described observations as the ““cornerstone of data collection™ in qualitative research.

It is important to note here that the three subject support specialists were non-participant
observers. The observation checklist was used not only to give a structure and framework for
the observers to follow but also to support results obtained from the interview and the
questionnaire.

The quantitative data from classroom observations were analyzed and categorized under two

main themes: knowledge of subject matter and knowledge of curriculum. Line graphs were
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used to display results gained from the subject support specialists’ respomses to likert scale
items in the observation checklist in visual formats that make it easy to identify patterns of
similarities and differences among the results set. The written responses for the open ended
questions from each observation were analyzed and categorized under two main themes: the
UAI-U English pre-service teachers’ coursework preparation to teach within a major
curricular reform and the discrepancy between the university teaching education program and
the tield experience reality. The subject support specialists’ responses were matched to the
third research question.

The structured questionnaire method. the classroom observation and the semi-structured
interview provided an evidence of consistency between data collected using the three
methods. Data gained through the three different methods complemented each other and
helped in giving thick description of the studied phenomena. Interviews were more
exploratory of the challenges encountered by the LIAEL English pre-service teachers during
their field experience within ADEC curriculum reform while the observation and the
questionnaire were more confirmatory of the challenges the UAEU English pre-service
teachers encountered within a curriculum reform context . hiow they managed to overcome
some of these challenges and the preparation they received from their university coursework
to meet the requirements of ADEL curriculum reform.

The three sources of data collection: the interview. the questionnaire and the observation
provided rich details about the LTAEU English pre-service teachers’ tield experience
challenges and how they coped to teach within a major curricular reform thus answered the
fourth research question and hence allowed for triangulation.

Validity and Reliability: In qualitative research validity refers to the making of value
judgement by assuring that the results matched what really happened. Merriam (2002)

suggests a variety of strategies for enhancing validity for qualitative research. These
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strategies are: triangulation of the data: sbservations at the research gite: peer examination of
the findings; and. clearly stating researcher’s biases (Merriam. 2002). L onsequently. the
collection of multiple data about the tive UAEL! English pre-service teachers enabled the
rescarcher to triangulate the findings. Collection of data was abtained from multiple
resources using a semi structured interview, observation checklist and the questionnaire. All
observations took place in schools where the UAEL! English pre-service teachers for their
field experience in order to increase the validity of the research findings. Peer examination of
the findings including responses given by the cooperative teachers to the questionnaire.
observation checklist responses given by the subject support specialists as well as the UAEU
English pres-service teachers responses to interview questions were checked by two subject
support specialists. Participants’ checking was also conducted to increase the validity of the
research findings. The UAEU English pre-service teachers were given drafts of the interview
analysis so they could check the accuracy of the researcher's interpretations of their
perceptions.

In qualitative research. reliability looks at whether the results are consistent by using an audit
trail. In order for an audit to take place, the researcher described in detail how data were
collected. how categories were derived. and how decisions were made. The two subject
support specialists listened to the tapes of interviews. read observation notes and analysis,
examined the questionnaire analysis. and then compared that information to the written
perceptions of the researcher and determined that they "match”. In addition. the SPSS
program was used to check reliability of quantitative data collected through the likert scale
items in the questionnaire. For example, for the quantitative analysis ot the likert scale
questionnaire items that demonstrate pre-service teachers knowledge of curriculum, the alpha

coefticient was .722. suggesting that the items have relatively high internal consistency.
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Trustworthiness

Trustworthiness 1s a eritical and necessary component to valid qualitative research (Lincoln
& Guba. 19835). If qualitative research is to be of value to others. either in their understanding
of the problem investigated or as a step for future research. then the procedures and
interpretation must be trustworthy. or credible. According to Lincoln & Guba (1985). various
criteria can be met to insure that a study is trustworthy. First. the researcher must have good
knowledge of the participants. In this study in-depth knowledge of participants was achieved
by in-depth interviews with the UAEL! English pre-service teachers, and an adequate number
of visits to the research sites as well as adequate number of classroom observations of
participants. Second. the researcher must always be aware of his/ her bias. During the
interviews a conscious effort was made to avoid agreeing or disagreeing with any points.
comments. or feelings expressed by the UAEU English pre-service teachers so as not to
influence their responses. Third the researchers provide a rich and thick description of the
participants’ interpretations and settings. In this study, the researcher provided detailed
descriptions of participants, data collection, and analysis procedures. Fourth, using a process
called member checking that assists in ensuring that the interpretations of the researcher
match the perceptions of the participants. The UAEU English pre-service teachers were given
rough drafts of the document in order to check the accuracy of the researcher's interpretations
of their perceptions. In addition, notes of the themes that were emerging as the interviews
progressed were kept.

Finally. the audit trail proved to be useful in insuring trustworthiness and accuracy. Two
subject support specialists listened to the tapes of interviews, read the transcriptions of the
interviews, read observation notes and questionnaire data analysis, and then compared that
information to the written perceptions of the researcher to determine if they "match. The

auditing process proceeded after all data had been collected and analyzed.
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Summary
I'his chapter provided an everview of the methodology that was utilized in the study. Five
UALLU English Pre-service Teachers and their tive cooperative teachers participated in this
study. Background information surveys, interviews, a questionnaire and observation checklist
were used as tools to collect data. The categories and codes employed in the data- analysis
procedures used in this study are also provided in this chapter. This chapter has also outlined

the protection and confidentiality ensured by the researcher for all the participants.
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CHAPTER FOL'R

Results
Introduction

I'his study was conducted to investigate the challenges the L'AFL! English pre-service
teachers encountered during their field experience as they were coping to teach within ADEC
major curricular reform. This chapter documents findings from data analysis.

Data collected from the interview with the 5 LIAEU English pre-service teachers were
transcribed then coded. The code categories were developed. analyzed and grouped according
to common themes being assigned to the L/AEU English pre-service teachers™ responses on
the challenges they faced during their tield experience within ADEC curriculum reform and
hence provided an answer to the tirst research question. Illustrative quotations of the UAEU
English pre-service teachers were used to support tfindings of the results.

Data collected tfrom the questionnaire and observation helped eliminating the bias that could
occur during interviews. Descriptive as well as graphical analyses were used as a means of
displaying the data gathered from the cooperative teachers’ responses to the questionnaire in
visual formats that make it easy to see patterns and identity similarities or differences among
the results sets. In addition. the cooperative teachers written responses to open ended
questions were analyzed and inserted into a specitically pre-formulated document, under
common themes to specity the challenges the UAEU English pre-service teachers were able
to overcome and those that remained unsolved. Additionally, descriptive as well as graphic
data analyses were adapted to the subject support specialists’ responses to the observation
checklist to investigate the UAEU English pre-service teachers’ preparedness to meet the
requirements of ADEC curricular reform.

This chapter presents the results of the study. The purpose of the study was to investigate the

challenges the UAEU English pre-service teachers faced during their field experience and
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how they coped to teach within a major curriculum reform. The study tried to find answers to

the follewing questions:

. What challenges/problems related to the requirements of ADEC curricular reform do
LIAELD English pre-service teachers face during their tield experience?
2. To what gxtent are the ITAEU Pre-service Teachers able to overcome these

challenges

s

“re UAEU English pre-service teachers prepared to teach within the ADEC curricular
reform context?
4. What major issues pertinent to the challenges do the UAEU English pre-service
teachers face during their tield experience within ADEC curricular reform?
Data from the interview. the questionnaire and the observation were categorized into themes
represented by the main questions of this study and a general profile base was gleaned trom

the results of the questionnaire, interview and the observation (See appendices C. D & E).

Data collected from the semi-structured interview with the tive UAEU English pre-service
teachers was used to answer the first research question about the challenges taced by the
UAEU English pre-service teachers during their tield experience. The data collected from the
questionnaire was used to determine the challenges the UAEU English pre-service teachers
were able to overcome. Data collected from observations was used to address the third
research question about the UAEU English pre-service teachers’ preparation to meet the
challenges of curricular reform. Examining the UAEU English pre-service teachers, the
cooperative teachers and the subject support specialists responses helped identity the main

themes and thus provided an answer to the fourth research question.
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Q1: What challenges/ problems related to the requirements of ADEC curricular reform

do UAEU English pre-service teachers face during their field experience?

I'he first question focused on the challenges the UAELT English pre-service teachers faced
during their field experience within a major curricular reform. Three themes were surfaced
from the interview that provided a tramework for reporting the challenges that UAEU
English pre-service teachers faced during their tield experience; Knowledge of subject matter
of mathematics. science and English : Knowledge of curriculum (ADEC Curriculum) and;

Making connections between the academic study and field experience ( See diagram 1).

Diagram 1: Themes surfaced from the interview

Themes surfaced
from the

interview
|
| 1 1
limited Inadequate Struggling to make
Knowledge of knowledge of connections between
subject matter curriculum B gl e Sm_dy A ek
experience
Aeeds to acquire | lacking knowledge Difficulties with Needs for early field
preteqguats Knowledge 0fted of curriculum | curriculum peTience & commci
concepts ] theories to practice
terminalogries construction
\'eeds to have Needs tor deep
knowledge of syntactic | understanding of
structures curriculum integration

1.  Knowledge of Subject Matter:
a) Teaching Mathematics and Science: results were sorted based on Shulman (1986)
categories of subject matter knowledge- knowledge of concepts and facts and knowledge of
syntactic structure that includes legitimacy principles for rules of a particular subject domain.

Results of this study revealed that the UAEU English pre-service teachers taced problems of
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providing both tvpes of knowledge identitied by Shulman when teaching mathematics and
science as follows:
I. Knowledge of Concepts: The study findings indicated that the UAEL! English pre-service
teacher’s insuftficient English proticiency to teach mathematics and science concepts and the
adjustment with new terminologies of both subjects was one of the main challenges the
LTAEL English pre-service teachers encountered during teaching mathematics and science.
Three of the UAEU English pre-service teachers admitted that they had problems explaining
scientific or mathematical concepts in English and indicated that they found some difterences
between the use of English as a subject and the use of English as a medium of instruction to
teach mathematics and science. The following comparison was made by Maha as she tried to
explain the differences between teaching mathematics and science as subjects and teaching
English as a language:
Maha:  [Teaching English is completely difterent than teaching mathematics for
example..... Teaching mathematics is more difticult you have to teach

students how to subtract, how to add....Moreover mathematics and
science concepts are very difticult to be taught.]

Furthermore. the UAEU English pre-services teachers referred to the content knowledge of
mathematics and science as jargon or terminology. They described the complexities of the
teaching process of mathematics and science as conceptual understanding that they lacked
because of improper preparation. Aisha explained how she found it difticult to teach science
and mathematics terminologies in English and how the help she received trom her
cooperative teacher was not enough to help her solve the problem. Aisha illustrated this point

in the following quote:

Aisha: [l think we were not prepared to design a curriculum that is based on outcomes and
standards.....we needed more observations in schools....observation of teachers who
teach mathematics, science and how to deal with mathematics and science concepts
especially when teaching them to children at this age...how to teach phonics and
reading... | think if we studied some courses at the college that prepare us to teach
mathematics and science we wouldn't face all these problems that we face
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now...Wg can’t ask the cooperative teacher to train us to teach mathematics and
science cantent that is sometimes contains many new concepts... or on how to use
mathematics and science terminologies... she teaches six periods every day she has
no time...I observe her teaching.....but this is not enough...to solve this prdblem I
was advised by my cooperative teacher to use Arabic when | teach mathematical
and scientific concepts. ]

2. Knowledge of Syntactic Structure: The study tindings revealed that the UAEL! English
pre-service teachers couldn’t explain to their students hisw certain mathematical rules are
based on established facts. Which means that the UAEU English pre-service teachers were
capable of telling students some mathematical rules. but failed to explain why a particular
mathematical fact is warranted. In addition. the UAEU English pre-service teachers couldn’t
explain to their students how they can make use of some of the mathematical rules they study
in class in their real life. Three of the UAEU English pre-service teachers considered
questions directed to them by their students in mathematics and science a real challenge.
Hessa reported that her first grade students kept asking her about the justitications of writing
measurement units in certain ways and admitted her inability to answer her students’
unexpected questions. She expressed her frustration when she couldn’t answer some of her
students™ questions. The following extracted quote depicts Hessa's problems in handling her

students’ unexpected questions:

Hessa: [For me it was difticult to teach students some mathematical facts, for
example. | have to help my students explore the concept of space.....| teach
them some measurement concepts like the centimetre square.
unfortunately they asked me some difticult questions that I can’t answer.
For example they ask why should we write 2 at the top of the cm. They
keep asking me why they should write it at the top......... I couldn’t answer
most of their questions.|

Hessa illustrated her perspective and how she believed she could manage to solve the
problem when she talked about the difticulties she faced when she taught science. Here is

another example of what Hessa said:
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Hessa: [Science is more difficult because you have to explore topics in depth..... |
know that they have learnt about some topics in KG like living things and
non living things, parts of the bodw. surface ... Now | am teaching some of
these topics but in depth....I usually use Arabic when [ teach mathematics
and science. .. I first explain in Arabic then in English because this helps
students understand which will enable them to answer my questions and at
the same time in this way I can avoid being targeted with questions to
which | have no answers. |

b) Teaching English Language: When it comes to teaching the four language skills, the five
LIAEL! English pre-service teachers admitted that their coursework have proven to be the
mixst beneficial to them in the classroom. Hessa spoke of how the university coursework
focused on instructional approaches which were of great practical use. Hessa mentioned some
of the approaches that she studied at the university which helped her during her field
experience when she taught English. The following quotation depicted this point which was

made by Hessa:

Hessa: [ | go back to my courses’ textbooks and notes....I read again about the right steps
of teaching reading. listening. writing and speaking... | use the information 1
studied because it is not easy to teach the four skills to this grade...... Teaching
English is not easy as I thought, it is really difticult....of course I dont use all what
I studied in the college in my teaching... I studied the deductive approach and the
inductive approach and they helped me a lot when I taught English and science...]
also learned how to keep all students engaged in learning in an English class
through the use of games and active learning strategies. |

Maha indicated that before the practicum. she had thought that English teachers™ work would
be very easy and simple and teaching English to young learners will be tun. However,
through the practicum experiences. she came to realize the complexities involved in real
teaching especially when she started to teach phonics. She struggled with how to phrase her
wording on how she found it ditficult to teach phonics to young learners and how she was not

vet comfortable with this experience:

Maha: [T found it difficult to teach students in this age letters and sounds. they still
have problems in attaching letters to sounds ...I think it is a challenge to me to
reach all students ... | use many strategies and classroom activities like games
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but I fisund teaching phonics really challenging. I thought it would be ¢asy.... |
usually seek the help of the cooperative teacher.|

1. Knowledge of the Curriculum:

The L'AELT English pre-service teachers struggled with three field experience challenges
directly related to curricular knowledge: 1) Terminology related to curricular reform: 2) The
construction of curriculum: and 3) Curricular integration. The following section presents the

pre-service teachers™ dilemma.

a) Terminology Related To Curricular Reform: Some concepts related to curricular reform
were considered new to the UAEU English pre-service teachers such as “strands™,
“standards™ “indicators™ and “outcomes™. It was not easy for the UAEU English pre-service
teachers to gain a clear understanding of the idea of "standards™ and the differences between
“outcomes’ and “objectives™ even though they were engaged in discussions about standards,
outcomes and objectives in the “capstone course” which is oftered to them concurrently with
the field experience. Fatima explained how she found it ditficult to understand the new
terminologies and to cope with all the changes related to curricular reform. here is what she
said:

Fatima:  [The idea of standards is new to us and I didn"t know what the standards are or
what they mean. it was also difticult for me to difterentiate between objectives
and outcomes, for me they looked the same...in the capstone course at the
college our protessor tried hard to explain what standards mean and he told us
about ADEC curricular reform and some of the terms used like integrated
curriculum for example ....I understand but it takes time to cope with all these

changes...capstone classes are not enough ....two days ago my supervisor read
my lesson plan and told me that I mixed between objectives and outcomes.

Aisha provided a specific experience of how she tried hard to understand ADEC’s standards
and how to match standards with the intended outcomes and the appropriate activities. The

following extract from Aisha illustrated her perplexity:
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Aisha: [But the problem is that it is not easy to know what each word like “standards”
or “outcomes™ mean and how to use them....I read ADEC document. | went
through the standards of difterent grades ... sometime this helped me in choosing
activities but most of the time it did not.... We also need to know how to design
classroom activities and choose the right outcomes that go with the prescribed
standards. |

Feeling lost with a standard based and outcome based curriculum was the main concern for
the UAEU English pre-service teachers. While some of the LIAEL! English pre-service
teachers were trying hard to learn how to deal with a standard based curriculum and
understand the rationale behind standards. all of them were not sure how to teach without a
specitic curriculum guide. They all mentioned that they were not prepared to do so and
requested a specitic curriculum guide to help them identity when mathematical and scientitic
concepts should be addressed and how they are taught. In addition some of them preferred to
have some types of practical support when it comes to curriculum planning. Remarking on
how a detailed teacher’s guide would enable English pre-service teachers to teach
mathematics and science, Aisha’s call for having a mandated curriculum is retlected in the

following quote:

Aisha:  [We have some ADEC prescribed standards and we have to tind out by ourselves
the texts and activities that meet these standards.... we were not prepared to do that
in the college and we have no experience......... we even don’t have a teacher guide
to follow . The teacher’s guide tells teacher what to do step by step...if we have
teachers guides they will help us for sure.]

Even though some cooperative teachers oftered some guides on how to design activities that
match ADEC s standards, the UAEU English pre-service teachers felt that this help didn’t
assist them to discern what standards are really about. Fatima for example, found that the
directions given to her by her cooperative teacher of how to access ADEC standards and
grade level outcomes documents on ADEC's website portal didn’t considerably help her.

Fatima illustrated the nonexistence of guidance in the following quote:
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Fatima: [There is no specitic curriculum...My cooperative teacher showed how to
access to ADEC website portal to download and read the ADEC documents
about the standards and the outcomes... she also tried to explain what standards
are but that did not help me a lot...I read some of the ADEC standards and
outcomes...but these documents do not tell us how to teach or what to do to
achieve the outcomes. |

During the interview the UAEU English pre-service teachers sometimes attached different
and conflicting meanings to some terms. When asked. two UAEU English pre-service
teachers, Aisha and Fatima, couldn’t distinguish between objectives and outcomes and Aisha
believed that a standard means “a vision™. Thus, more concrete guidelines for how to
understand and implement some concepts related to curriculum knowledge were urgently
needed. since good knowledge of curriculum terminologies would enable the UAEU English
pre-service teachers to design learning experiences that matches the standards and the

expected outcomes.

b) Construction of Curriculum: The results implied that the UAEU English pre-service
teachers were required under the umbrella of ADEC curricular reform to work as designers of
knowledge and selectors of curriculum materials but. they encountered some problems
related to designing or selecting the appropriate materials and the negative impacts
overweighed the positive ones. The UAEU English pre-service teachers felt lost when
designing curriculum: they felt it was difticult to get access to the right materials and
resources. Amna expressed her feelings towards the lack of curriculum. The bewilderment of

lack of curriculum is retlected on Amna’s words as follows:

Amna: [One of the most challenging issues is the curriculum ...... we don’t have a specitic
curriculum.....l felt lost; I don’t know how to design lessons. tfind activities and
materials that suit my students’ levels. ]

Fatima expressed her disappointment regarding the time she had to spend for preparing

materials that most of the time do not match the intended goals:
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Fatima: [1tis very difficult....I didn’t think it will take me this too much time to make the

curriculum ....I sometimes prepare materials that don’t match the intended
lesson. |

Based on The UAELI English pre-service teachers interviews. the UAFELI English pre-service
teaChers reflected on the importance of having a ready-made curriculum with appropriate
materials and resources and were frustrated by their inability to take the right decisions
regarding the construction of mathematics and science curricular materials. They emphasized
that this problem negatively affected their teaching of both subjects. Additionally. the UAEU
English pre-service teachers believed that textbooks would facilitate the implementation of
the curriculum. Furthermore. they believe that textbooks would serve as guidance for
planning. and for developing materials. The UAEU English pre-service teachers indicated
that they could handle English without textbooks whereas they needed textbooks for
understanding mathematics and science curricular. Fatima recognized the importance ot
having a specific curriculum and textbooks. She emphasized the need of having a specific

curriculum and textbooks as follows:

Fatima: [We still do not have specitic curriculum for English ...designing lessons and
activities to teach English is not a big problem ..... But the problem is worse
with mathematics and science because we dont have specific curriculum...and
there is no textbooks to help.]

The problem of having no textbooks was partially solved in school *A™ where Hessa and
Amna were practicing teaching. Similar opinions were expressed by Hessa and Amna. Hessa

for example mentioned:

Hessa: [ADEC has recently provided us with six books for mathematics and six books for
science. These books are not meant to be considered students’ text books but they
can be used by teachers and students in class from time to time. Students can find
simple meanings of some new words illustrated by pictures...etc. ... but we still do
not have an English language curriculum ....but the outcomes of teaching English
are very clear and it is easy for us to prepare good materials, there are also many
resources available in the internet ..... mathematics and science outcomes are not
so clear to us and we can’t decide whether the internet materials are appropriate or
not... we were happy to receive ADEC books, though we were about to tinish up
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with our practicum...if these bowoks were sent earlier they would be of great
help....at least thev would serve as guides.]

It can be inferred then that textbooks were considered a main source that would enable pre-
service teachers to plan for the lessons and more importantly getting the appropriate
curriculum materials. Without textbooks. the UAELI English pre-service teachers felt that
they needed more help in designing curriculum materials and getting the most appropriate

resources from the internet.

In addition. the L'AEL! English pre-service teachers reflected on how they struggled to take
the right decisions regarding mathematics and science curricular planning and materials.
since they were still in the initial process of developing their professional knowledge. Hessa
talked about how her lack of experience as a pre-service teacher aftected her ability to plan

and to create appropriate materials. The following extracted quote depicts Hessa's view:

Hessa: [I still have a problem because of the lack of curriculum...I find it very difticult
and time consuming to prepare materials and design the curriculum especially for
mathematics and science ... | also have problems with planning.... I have no
experience....I am still learning to teach real young students in a real
classroom....This is not like teaching in the college... it is completely a different
experience.

This idea of'the lacking the experience was also supported by the other four UAEU English
pre-service teachers. For example. Amna expressed that it is time consuming to spend a lot of
time looking for the appropriate activities and materials. She also indicated that she lacked
the experience of choosing the most suitable materials and activities for the grade level she

taught. She commented on the problems she faced when designing science activities:

Amna: [T face the problems of tinding the right activities to teach science. I try to make
the activities by myself or search the internet...but the problem is that I am not
always sure that these activities match the curriculum and the standards and the
grade level 1 teach ... It is a matter of experience....I also spend a very long stresstul
time looking for activities.]
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¢) Curricular Integration: Une of the major challenges that remained unsolved for the
UAEU English pre-service teachers was their problems to recognize how subjects are
integrated and developed. Although ADEC new curriculum innovation enforces the
integrated approach and the integration of concepts across disciplines. the UAE() English pre
service teachers™ taught the three subjects without integrating them. The UAEU English pre-
service teachers had many opportunities to devote their teaching of concepts across two or
three subjects. vet they limited themselves on the subject they taught. This lack of

knowledge about curriculum integration was manifested in Fatima's words:

Fatima: [ T know that I should integrate the three subjects...I heard about the idea of
integration when | was sitting with the teachers in their room and they were
talking about how to integrate English. science. music and technology in one
class period....I had the chance to do that so many times, like I could ask
students to sing a song about animals like “Old MacDonald’s had a tarm song”
when [ teach about animals as living things and I can ask about the number of
animals in the picture to integrate English. science. music and mathematics all
together...But think ing about integration is not easy because | still have many
problems that [ face when I teach each subject separately... | have problems
when | teach science...and other problems when I teach mathematics so |
concentrate on solving these problems first and then when | get the experience |
will integrate the subjects.]

Ydditionally. the interview data tend to reflect some uncertainties about implementing the
integrated curriculum. The UAEU English pre-service teachers’ responses to interview
questions about the integrated curriculum reflected a lack of knowledge of the difterence
between an integrated and a traditional curriculum. Aisha was critical towards the
implementation of the integrated curriculum by UAEU pre-service teachers who themselves
lack the knowledge of teaching science and mathematics as separate subjects. She highlighted

the problem of lacking the knowledge of integrated approach when she said:

Aisha: [ do not think that I understand the idea of integration that you are asking me
about.... [ don’t know what integration is...it is the tirst time [ hear this word... |
usually encounter so many problems when | teach mathematics and science as
separate subjects....|
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Moreaver. the UAEL English pre-service teachers didn’t understand the principles. the
assumptions and the procedures of the integrated curriculum. Maha tried to explore what

integration entails as she said:

Maha: [The idea of integration is new to us. Perhaps we had studied how to link the
lessons to sludentﬁ‘.li've.s. But integration across different subjects....why should
I do that?! Perhaps it is important but first we should know how to plan for it
and how to prepare activities and materials... | remember one day my
cooperative teacher told me to ask students about shapes and numbers as | was
telling them a story about animals in an English language class....Is that what
you mean by integration? I think we should be trained on how to plan to
integrate 1deas across the three subjects that we teach. ]
It is clear then that the UAEU English pre service teachers didn’t understand the nature of
certain aspects of an integrated curriculum. and felt that they were not given clear directions
as they strived toward curricular integration implementation.
I111.  Making Connections between Academic Study and Field Experience
Three of the L'AEU English pre-service teachers. Amna. Maha and Aisha believed that the
field experience could enable them to link between their academic coursework and their field
experience if they had more opportunities to ohserve teachers in schools. earlier before they
started their tield practicum. Theories about language and instruction they studied in their
coursework could then be applied through authentic opportunities and they would have the
chance to examine pedagogy in action. The following extracted quote depicts Amna’s view
about the number of observations they needed as pre-service teachers before starting their
tield authentic experience. To make her point clear Aman compared between the UAEU
practicum program and the Higher Colleges of Technology practicum program. Amna said:
Amna: [We should start our tield experience earlier ....we need to go weekly to observe
teachers... The Higher Colleges ot Technology (HCT) pre-service teachers
usually start their teaching practicum earlier than us and they benetit a lot from
that ...we should start teaching phonics to grades 1 and 2 in natural class settings

not at the clinical practice at the university.....practicing teaching at university
classes is different from teaching it in real schools....]
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Maha s beliefs about the earlier observations matched those of Amna’s. Maha indicated that
the UAEU Teacher Education Program should prepare teacher candidates adequately in termg
of the number of observations they should make before the practical ~hands on™ aspect of
their teaching practicum. She talked about the importance of early field experience and she
explained how she found it difficult to apply the theories she studied in the university
coursework in real classroom settings. the following is an extract of how Maha experienced
the gap between theory and practice as follows:

Maha: | It is not the use of vocabulary list that we memorized at the college that are
related to phonics or phonemic awareness...it is how we can use this in class with
real students.....but [ think we should start to go to school earlier...from the second
vear at the college. It was not easy for me to connect between the theories or the
principles | studied about phonics and teaching phonics in real classroom settings.
Teaching all students letters and sounds is challenging. You need to be patient

because you do not know how these students learn... I can’t think of theories when
I teach in the classroom.]

Thus. the struggle to make connections hetween tield experience and academic study of
English mathematics and science was apparently a challenge the UAEU English pre-service
teachers taced during their tield experience. They were challenged on how to make the

appropriate transfer in real classroom situations.
Findings Gleaned from the Interview (Research Question #1)

When the UAEU English pre-service teachers were asked about their views on the challenges

pertinent to the requirements of ADEC curricular reform. they indicated the following:

The UAEU English pre-service teachers™ experience with mathematics and science
teaching was perceived as “negative™. The UAEU English pre-service teachers viewed
themselves as unqualified to discern what teaching of mathematics and science is really

about.
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2. Although the UAELT English pre-service teachers viewed themselves as competent in
teaching English. they felt that bridging the gap between academic preparation and the
filed experience was a thorniest issue for them and they believed that earlier field

experiences would help improve their teaching practices.

(]

The UAEU English pre-service teachers did not show adequate knowledge of curriculum
integration. They were not prepared to teach in settings that based on curriculum

integration.

4. The UAEU English pre-service teachers viewed themselves as unprepared to meet ADEC
curriculum reform requirements. This includes knowledge of curriculum design.
knowledge of curriculum integration and the use ot appropriate classroom materials. It

also entails the adequate understanding ot what standards and outcomes are about.
Q2: To what extent are Pre-service Teachers able to overcome these challenges?

There were lots of challenges reported by the UAEU English pre-service teachers that were
related to teaching English. mathematics and science. These challenges ranged from
struggling to teach and construct mathematics and science curricular to a problem in
understanding what a standard- based curriculum, outcome based curriculum and an
integrated curriculum entailed. Data from the questionnaire formed a frame about the extent
to which the UAEU English pre-service teachers were able to overcome some of these

challenges mainly challenges related to teaching mathematics and science.

Teaching English, Mathematics and Science:

a) Knowledge of subject matter: The main problems encountered by the UAEU English pre-
service teachers were related to teaching mathematics and science. When faced with a

breakdown in communication and in order to clear their students’ misunderstanding of

65




mathematics and science. the UAEL English pre-service teachers resort to Arabic (L1) to
explain certain concepts and to solve the problems they faced when teaching the two subjects.
In her written response to questionnaire questions. Aisha’s cooperative teachers. Mrs. Blaine.
mentioned that she advised her pre-service teacher to use Arabic when explaining science and
mathematics to be able to reach her students .5he also mentioned that one of Aisha’s
strengths was her ability to translate into Arabic to clarify understanding and to communicate
different concepts to her students, vet she has found Aisha was in need to learn about
curriculum development appropriate to the grade level she teaches (i.e. units planning) and

she should be provided by an updated ADEC curriculum.

Furthermore. The cooperative teacher’s responses to questionnaire items indicated that the
UAEU English pre-service teachers had adequate knowledge of subject matter ot English
compared to both their subject matter knowledge of science and mathematics (See line
graphl). Four Cooperative teachers’ indicated that the UAEU English pre service teachers
lacked the subject matter knowledge ot mathematics and three of them indicated that the
UAEU English pre service teachers lacked the subject matter knowledge of science, though
they were able to overcome some of the problems related to subject matter knowledge when

they got some help from their cooperative teachers.
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Line Graph I: Demonstrating Knowledge of Subject Matter
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Furthermore. in response to the open ended question about the problems the UAEU English
pre-service teachers” encountered when teaching mathematics and science, Hessa’s
cooperative teacher. Mrs. Sally. wrote that although Hessa was able. after getting some help
and guidance to acquire knowledge about how to teach time and place value in mathematics
and cultural things related to animals and landscape in science yet she was still in need of
how to do experiments. apply hands on work and teach simple mathematical operations such
as addition and subtraction. Mrs. Sally also mentioned that Hessa was able to overcome some
of the problems when teaching mathematics and science when she used Arabic to explain
some concepts. Fatima’s cooperative teacher, Mrs Leonda. wrote that after getting enough
help and support, Fatima was able to use the appropriate materials and that she was able to

acquire knowledge related to the use of manipulative to enforce mathematical concepts.
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b) Knowledge of curriculum: The cooperative teachers’ responses to questionnaire items

indicated that the UAEL! English pre-service teachers had inadequate knowledge of

mathematics and science curricula (5ee table 3).

Table 3: Pre-service Teachers Knowledge of Science and Mathematics Curricula

Cronbach's
FrEeqLency Percent Valid Percent | Cumulative Percent Alpha
Valid  Strongly disagree 8 53.3 5318 .600 600
Disagree 7 46.7 46.7 100.0
Total 15 100.0 100 O

Yet. the results indicated that the UAEU English pre-service teachers had adequate

knowledge of English curriculum compared to their knowledge of science and mathematics

(See Line Graph 2).

Line Graph 2: Demonstrating Knowledge of Curriculum
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Furthermore. all cooperative teachers’ responses about the UAEU English pre-service

teachers’ knowledge of curriculum indicated that the UAEU English pre-service teachers
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needed to know how to create an integrated unit of instruction when teaching the three

subjects (See table 4).

Table 4: Pre-service teacher preparation to teach the integrated curriculum

Fiequancy Percent Valid Percent | Cumulative Percent
Valid Disagree 3 600 60.0 .600
Neither agree nor disagree 2 40.0 40.0 100.0

Total S 100.0 100 0

The cooperative teachers indicated that the UAEU English pre-service teachers needed to
know how to structure learning materials to provide significant learning experience (See table
5). Moreover in their written responses to open ended questions the cooperative teachers
indicated that their pre-service teachers needed to know how to create multiple levels of work
for difterent learning outcomes. how to utilize cooperative learning and small group

strategies and needed to learn about differentiated centres.

Table 5: Pre- service teacher structures learning materials to develop signiticant learning experiences

Cumulative
Freguancy Percent Valid Percent Percent
Valid  Disagree 3 60.0 60.0 60.0
Neither agree nor disagree 2 40.0 40.0 100.0
Total 5 100.0 100.0

Findings Gleaned from the Questionnaire (Research Question #2)

Five significant findings emerged trom the cooperative teachers’ responses to the

questionnaire. The questionnaire was intended to answer the second research question
regarding the challenges the UAEU English pre-service teachers were able to overcome.

Cooperative teachers’ responses indicated the following:
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1. The UAEU English pre-service teachers used Arabic (I.1) to explain certain conceptg

and to solve problems they faced when teaching mathematics and science.

8]

I'he UAEU English pre-service teachers needed to acquire the subject-matter
knowledge of mathematics and science. They didn't demonstrate adequate subject
matter knowledge of science and mathematics. However when they got help and
support from their cooperative teachers. the UAEU English pre-service teachers
demonstrated good ability to teach some mathematics and science topics to some

extent.

S

The UAEU English pre-service teachers needed adequate preparations to enable them
to create multiple levels of work for different learning outcomes.

4. The UAEU English pre-service teachers were unprepared to teach the integrated
curriculum and needed to know how to integrate concepts when teaching English,
mathematics and science.

Q 3: Are UAEU English pre-service teachers prepared to teach within the ADEC
curricular reform context?
Data based on observation are classified under two main categories (1)Knowledge of subject

matter and knowledge of curriculum and: (2) University preparation (See diagram 2).
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Diagram 2: Observation main categories

Observation

Pr— | 1
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Evidence of the discrepancy benwveen

coursework and field experience

1. Knowledge of subject matter and knowledge of curriculum of English, Mathematics and Science:
The subject support specialists’ responses to observation checklist items yielded important
data related to pre-service teachers™ challenges they had to deal with in relation to subject
matter knowledge and curriculum knowledge ot mathematics and science.

The three subject support specialists found that the UAEU English pre-service teachers had
good instructional competence that involves communication skills as well as some course
construction skills. For example. the three subject support specialists reported that the UAEU
English pre-service teachers were able to communicate to their students what should be
learned. they were able to select and use the available and appropriate materials and resources
and they were able to reflect on the challenges they faced by evaluating the university courses
teaching materials and curriculum. hence. they tried hard to overcome the challenges they

encountered during their tield experience.

On the other hand. from the point of view of mathematics and science subject support
specialists. the UAEU English pre-service teachers didn’t demonstrate good knowledge of
subject matter or knowledge of curriculum of mathematics and science. They believed that

this insufticient knowledge of subject matter and knowledge of curriculum of mathematics
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and science created a challenge for The LJAEL! English pre-service teachers when trying to
explain scientific and mathematical concepts to their students. The line graphs below show
that the UAEU English pre-service teachers had adequate subject matter knowledge and
curriculum knowledge ot English compared to their subject matter knowledge and

curriculum knowledge of both mathematics and science. (See Line Graphs 3&4).

Line Graph 3: Demonstrating Knowledge of Subject Matter
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I'he subject support specialists of mathematics. science pointed out that the pre-service
teachers were not able to use English as a medium of instruction to teach mathematical and
scientitic concepts. In addition. thev indicated that the pre-service teachers were in need of
support and guidance to teach mathematics and science curricula.

For the three subject support specialists, knowledge of subject matter that includes general as
well as specific knowledge is essential to make the content meaningtul and relevant. In their
written responses to open ended questions. the subject support specialists of mathematics and
science indicated that the main problems encountered by all the UAEU English pre service
teachers retlected the need for more preparation that could enhance their ability to explain
concepts in mathematics and science and hence develop their knowledge of mathematics and
science. They believed that the university undergraduate program did not prepare the pre-
service teachers adequately to face the demands of teaching mathematics and science in a real
classroom.

I1. University preparation and the discrepancy between conrsework and field experience:

The subject support specialists of mathematics, science and English believed that the UAEU
English pre-service program aligns well with some principles of filed experience. but falls

short of conforming to some others related to the ADEC curricular reform.

The subject support specialists of English. mathematics and science were greatly satisfied
with the UAEU English pre-service teachers’ preparation regarding knowledge ot pedagogy
and theories. Yet they believed that the UAEU English pre-service teachers were not given
the opportunity for classroom practice before teaching in a real situation. They indicated that
the UAEU English pre-service teachers were frustrated when they had problems when a part
of their lesson fell short of the intended outcomes. Furthermore, the discrepancy between
teaching education program and the filed experience emerged in the practicum activities. The
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subject support specialists of mathematics. science and English believed that there was a
discrepancy between the curricular reform requirements and the university courge methods or
between the coursework and what the UAELT English pre-service teachers would do in their
teaching practicum.
In their written responses to open ended questions both the subject support specialists of
mathematics and science indicated that the L!AEU English pre-service teachers didn’t
demonstrate good knowledge of the curriculum of mathematics and science which indicated
that they didn"t receive the appropriate preparation by their university to teach the two
subjects. They both suggested that supportive programmes for the UAEU English pre-service
teachers should be geared to students™ major field of study. The following is an extract of
what the subject support specialist of science wrote:
| The UAEU English pre-service teachers didn’t demonstrate good understanding of
knowledge of curriculum which includes planning, implementation and assessing
students learning and more importantly how to connect theories they had studied to
practice. | believe that teacher education programs are in a position to offer

additional help and support to assist pre-service teachers as they embark on their
joumey of teaching within a major curriculum reform.]

The three subject support specialists believed that the UAEU English pre-service teachers
needed to get sufficient subject matter knowledge of the subjects they taught. They also
believed that the UAEU English pre-service teachers needed ample opportunities regarding
their practical experiences to help them bridge theory to practice and to be able to meet the
requirements of ADEC curricular reform. The following is an extract of what the subject
support specialist of mathematics wrote:
[The UAEU English pre-service teachers should be provided with substantive and
rich opportunities to increase their perceptions about their content and subject-
matter knowledge of teaching mathematics...they needed to refine their teaching and
assessment practices through appropriate planning.... their sense of contidence of

teaching mathematics should be transterred from university course work preparation
before they make this transition to real teaching in their practicum.]
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The subject support specialist of English pointed out that the UAEU English pre-service
teachers needed more opportunities ta ssbserve high quality teaching. The following is
another extract of what the subject support specialist of English wrote:
[The I'AEL! English pre-service teachers found teaching students how the letters of
the alphabet. singly or in combination. represent the sounds of spoken language
challenging..... I believe that the UAEU English pre-service teachers need more
opportunities to ubserve high- quality phonics teaching.]
The subject support specialist it English reported that Maha. for example. showed good
knowledge of methodulugies and teaching approaches which indicates how adequately she
was prepared by her university. She could talk about different teaching and learning
approaches in teaching English but. she failed to apply them in class (i.e. how to teach
phonics).

Findings Gleaned from the Observation (Research Question #3)

The observation checklist responses explicitly answered the third research question
regarding the UAEU English pre-service teachers’ preparation to teach within a major
curricular reform. The responses of the subject support specialists of English. mathematics
and science to this research question emphasized the following:
1. The UAEU English pre-service teachers demonstrated adequate knowledge of
pedagogy and theories that indicate adequate university preparation: however they
lacked adequate knowledge of subject matter and knowledge of curriculum ot both

science and mathematics. They were unprepared to teach mathematics and science to

young learners.

9

The UAEU English pre-service teachers encountered some problems when tried to

link between what they learned in their academic study and their field experience (i.e.

teaching phonics).

75



Q4: What major issues pertinent to the challenges do the UAEL English pre-service
tcachers face during their field experience within ADEC curricular reform?

By analyzing the results of the interview. the questionnaire and the observation the fourth
rescarch question was approached and the views of the L'AEL! English pre-service teachers.
the cooperative teachers and the subject support specialists of English. mathematics and
science were triangulated. The interview. the questionnaire. and the observation provided
data about the challenges the UAEU English pre-service teachers faced during their field
experience. the challenges they were able to overcome. and the extent to which they were
prepared to meet the requirements of ADEC curricular reform. To show how the findings of
each research question are related. the researcher developed a visual model to display the
findings (Corbin & Strauss. 2008). This visual model is in the form ot diagrams that explain
the similarities among the results set and helped to triangulate the data (see
diagrams3.4.5&6). Triangulation involves using different data sources to allow the researcher

to contirm a finding across more than one method.

Diagram 3: Results gleaned from the Interview

Interviews Results

1
i | |
Insufticient Knowledge of Inadequate knowledge of Not well prepared to make
subject matter of mathematics curriculum connections between
and science academic study and tield
expenence
Inadequate Know ledge off Insufficient knowledge unqualified to The need for early field
concepls — of curriculum || construct curriculum experience & connecring
X - theories to practice
terminologies
Inadequate knowledge of Inadequate knowledge of]
SYNIachc Siructures  fumd Curriculum Integration
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Diagram 4: Results gleaned from the questionnaire

Challenges
encountered by pre-
service teachers |

|

Insufficient Knowledge
of subject matter of
mathematics and
science f

Inadequate knowledge
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The challenges pre-
service teachers were
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Diagrams: Results gleaned from the observation checklist
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Diagram 6. Major results gleaned from the interview. the questionnaire and the observation checklist

Problems/ Challenges faced by Pre-
service Teachers

1
I 1 ' e R —
Problems related to Priblems related to Problems encountered due to
subject matter curriculum knowledge the discrepancy between field
knowledge | experience and academic
= study
Inadequate Knowledge of problems with problems with
concepls curriculum curriculum construction
- rerminologies
Insufficient knowledge of Insufticient knowledge of
syntactic structures Curriculum Integration

By corroborating and reconfirming similar patterns found throughout various types of data. the
findings gleaned from the interview. the questionnaire and the observation showed that the
UAEU English pre-service teachers demonstrated adequate knowledge of pedagogy and
theories that indicate adequate university preparation. In addition. the UAEU English pre-
service teachers viewed themselves as competent in teaching English. However. the tindings
also revealed that the UAEU English pre-service teachers viewed themselves as unqualitied to
discern what teaching of mathematics and science is really about. The UAEU English pre-
service teachers needed adequate knowledge of subject matter and knowledge of the
curriculum that would enable them to create an integrated unit of instruction that is both
theoretically sound as well as practically useful. Moreover. the UAEU English pre-service
teachers encountered some problems when tried to link between what they learned in their
academic study and their tield experience. To solve some of the challenges the UAEU English

pre-service teachers encountered during their tield experience. the UAEU English pre-service
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teachers either resorted to Arabic to explain certain concepts i their students or they sought
the help of their cooperative teachers.

To sum up. several issues that are pertinent to the challenges the UAEL! English pre-service
teachers faced during their field experience within ADEL curricular reform emerged from the
interview. the questionnaire and the observation as follows:

I. Most of the UAMEU English pre-service teachers™ challenges were centred on
knowledge of subject matter of mathematics and science and knowledge of
curricular. They were grappled with knowledge of concepts of science and
mathematics and kniwledge of syntactic structure and they expressed their
reservations about dealing with curricular reform concepts, teaching. integrating and
constructing curricular.

2. The discrepancy between the university coursework and the UAEU English pre-
service teachers’ field experience was a major important issue that emerged tfrom
analysis of the interview. the questionnaire and the observation results.

Summary
In this chapter. the research questions were triangulated. The high degree of consistency
between the results of the interview, the questionnaire and the observation in this research
provided evidence for the validity of the research findings. The interview analysis identified
three major themes that describe the challenges the UAEU English pre-service teachers faced
during their field experience within a major curricular reform: first, knowledge ot subject
matter of mathematics and science: second. knowledge of the curriculum and: third. making
link between course work and field experience. The questionnaire analysis provided data
about the challenges the UAEU English pre-service teachers were able to overcome and

those remained unsolved.
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The challenges presented were mainly related to knowledge of mathematics and science:
knowledge of the curriculum and the application of the integrated curriculum. The topic of
the UAEU English pre-service teachers™ preparation was the issue presented by the
observation tindings to answer the third research question. The observation checklist analysis
provided data about the UAEU English pre-service teachers™ preparation to meet the
curricular reform requirements. Two major themes were identified: teaching science and
mathematics to young learners and the discrepancy between coursework and field
experience. The consistency of the interview, the questionnaire and the observation data
provided strong evidence for the validity of the instruments and results of this research.

It can be inferred then that challenges related to teaching mathematics and science,
knowledge of curriculum and the gap between university preparation and tield experience
were the most pertinent issues that emerged from the interview, the questionnaire and the

observation. The themes provided a means to interpret and explain results.
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CHAPTER FIVE
Discussion

One of the most important phases in teacher education is the learning to teach during
field experience in which pre-service teachers have difterent opportunities to face the
challenges and demands of the teaching profession (Caires & Almeida 2007: Cochran-Smith.
2008: Hottman. 2004: Le Cornu. 2005: Risko et al. 2008). This study endorse a grounded
theory as the theoretical lens through which the researcher traced the challenges encountered
by pre-service teachers within a major curriculum reform. A grounded theory approach was
appropriate for this study because there is no theory that explains the pre-service teachers
tield experience challenges within a major curricular reform context.

The tindings of the study revealed three major challenges that constrain pre-service teachers’
tield experience. These challenges can be summarised as: a) knowledge of subject matter of
science and mathematics including knowledge of concepts and knowledge of syntactic
structure: b) knowledge of curriculum including the pressures to enact curriculum reform
concepts . the construction of curriculum materials and the application of curriculum
integration: and ¢) the discrepancy between pre-service coursework and tield experience
requirements.

a) Knowledge of Subject Matter of English, Science and Mathematics

Results gleaned from the interview. the questionnaire and the observation checklist indicated
that the UAEU English pre-service teachers demonstrated adequate knowledge of pedagogy
and theories that indicate adequate university preparation. This result closely matches the
results of Tairab's study (2008) where the focus was on the perceptions of pre-service science
teachers of their preparedness to become eftective teachers following their completion of

their teacher education program. The overall view of the pre-service science teachers in
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Tairab's study is largely one of satisfaction. Yet. although the LIAEL! English pre-service
teachers had well-developed knowledge ot a single academic discipline (English). they were
not able to constitute subject matter kninwledge in terms of multiple subjects (English.
mathematics and science). In addition. understanding what i to be taught was a crucial
challenge for the LJAEL! English pre-service teachers, and hence affected the way they taught
mathematics and science. the way they selected instructional materials and resources. the way
they provided definitions and explanations of mathematics and science concepts and the way
they provided justifications to some mathematical facts and rules. Therefore. to meet the
requirements of curricular reform the UAEU English pre-service teachers needed more
preparation to teach mathematics and science to young learners. The UAEU English pre-
service teachers needed a repertoire of science and mathematics teaching approaches and
successful science and mathematics teaching models to be able to teach mathematics and
science. In other words. the UAEU English pre-service teachers needed adequate subject
matter knowledge of mathematics and science. Although some researchers like Strawhecker
(2005). tound that teachers” subject matter knowledge does not correlate with teachers’
performance. pointing out that there is more to teaching than merely acquiring subject matter
knowledge and theories, many researchers like Kosnic & Beck (2009) pointed out that a
better understanding of subject matter can make a difference in pre-service teacher
effectiveness and that deeper understanding of subject matter allows pre-service teachers to
difterentiate their instruction. Many researches in subject matter knowledge support this
study finding. Researchers like fleer & Hardy (2001). Bybe (1987). Grant & Gillete (2006),
Coldhaber & Brewer (2000), Monk (1994) and Ferguson & Womack (1993). found that in
order to function in the role of a multi- subjects’ teacher. pre-service teachers need
knowledge of subject matter which is considered fundamental in delivering knowledge to

students. The study results are also consistent with what Shulman (1986) and Grossman

.



(1988) ascertain of hew the idea of subject matter knowledge and its pedagogical knowledge
is more complex when a pre-service teacher had a number of subjects to teach.

More to the point. data collected from the pre-service teachers. the cooperative teachers and
the subject support specialists revealed that the UAEU English pre-service teachers main
problems with subject matter knowledge were centred around the two main pillars of subject
matter knowledge. knowledge of concepts and knowledge of syntactic structure (Shulman.
1986; Kwo. 1996). The UAEU English pre-service teachers' lack of subject matter
knowledge led to insufticient explanation of concepts and consequently the use of ineffective
strategies to respond to unanticipated questions directed to them by their students. Shulman
(1986) indicated the pre-service teachers' competence to explain science and mathematics
concepts. depends mainly on how the pre-service teachers themselves understand the subject
matter of the subjects they teach. This tinding is in line of Schwab (1978) explanation of the
knowledge teachers should acquire about how subjects are structured. Schwab indicated that
teachers need to know that subjects are structured according to the ways in which their
content was arranged and organized (substantive structures). or according to the accepted
ways of adding that knowledge (syntactic structures). Thus. knowledge of mathematical
rules for example requires pre-service teachers to be able to justity why they work. They
should have the ability to choose appropriate tasks, provide detinitions of concepts. give
examples and use a range of teaching techniques. They should know about students’
conceptions. misconceptions and the problems their students face in order to solve these
problems effectively. In addition. the idea about the challenges encountered by pre-service
teachers due to the lack of knowledge of syntactic structure is supported in literature by many
researchers like Kwo (1996) who pointed out that some problems encountered by pre-service
teachers are mainly connected to their syntactic structure knowledge such as responding to

students’ unexpected questions and challenging students to higher levels of learning.
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However. the kind of subject matter knowledge pre-service teachers need to develop is
complex since it requires pre-service teachers to make decisions about the construction of the
curriculum and the teaching strategies. Therefore, pre-service teachers should be well
equipped with the necessary knowledge and skills and clear understanding of the relationship
between information and the concepts that help organize these information in a discipline.
Yet. what exactly the pre-service teachers’ need to know about the discipline-based subject
matter they teach remains an area that should be deeply investigated.

In their attempt to resolve this dilemma, the UAEU English pre-service teachers resort to
teaching of mathematics and science in a mixture of their mother tongue (Arabic) and the
target language (English). They were advocated by their cooperative teachers to resort to their
mother tongue Arabic (L1) when teaching mathematical and scientific concepts. Although
some previous studies such as the one conducted by Bacherman (2007), found that teaching
in the mother tongue does not hinder the acquisition or impede the development of the second
language. the use of Arabic in a classroom where the language of instruction i1s English is
inconsistent with ADEC reform. In addition, many researchers on language acquisition
believe that the use of students’ mother tongue in the classroom hinders second language
acquisition. These researchers believe that consistent reliance on translation hinders language
learners’ development and discourages learners from using the target language (Hong, 2008).
It could be inferred then that resorting to L1 was not the right solution for the problem and
hence using English as a language of instruction to teach mathematical and scientitic
concepts and mastering the terminology of the subject specific content remained challenges

for the UAEU English pre-service teachers that they didn’t adequately overcome.
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b) Knowledge of Curriculum

1. Terminology Related To Curricular Reform

In elementary schools. curriculum has become a prescribed set of academic standards that
teachers have to cover through the whole academic year. Yet. the UAEU English pre-service
teachers did not understand the rationale behind implementing a standard based and outcome
based curriculum. They were grappled with the use of what they considered new curriculum
terminology such as strands and standards . Likewise, they had problems to distinguish
between outcomes and objectives. In addition, they expressed their perplexity of how to
match standards with the intended outcomes and how to construct appropriate activities that
serve the prescribed standard. Furthermore, the UAEU English pre-service teachers
approached what looked like barriers to teach mathematics and science without having a
specific curriculum guide. Thus. they requested a specitic curriculum guide to help them
identity when mathematical and scientitic concepts should be addressed . how they are taught
and how to design activities that match the prescribed standards.

Despite the help oftered by some cooperative teachers to pre-service teachers to assist them
in designing activities that match ADEC’s standards: as well as the support given by their
university instructor during the capstone course at the college, the UAEU English pre-service
teachers felt that these help and support didn’t help them to discern what standards are really
about. It is clear then that more tangible guidelines for how to understand and implement
some concepts related to curriculum knowledge is needed. since good knowledge of
curriculum terminologies will enable the UAEU English pre-service teachers to design

learning experiences that matches the standards and the expected outcomes.
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2. Construction of Curriculum

The new reform added a new burden un the L'AEL! English pre-service teachers who had to
face the problem of working as designers of knowledge and selectors of curriculum materials
and who were aggravated by their inability to take the right decisions regarding the
construction of mathematics and science curricular materials. Thus. the UAEU English pre-
service teachers viewed textbooks as necessary resources that would help as guidelines for
the content to be taught and the materials to be developed. To solve the problem the UAEU
English pre-service teachers adopted their cooperative teachers™ materials, took them as they
were or looked for items in the internet and applied them. One outcome was likely having
pre-service teachers who were highly dependent on their cooperative teachers: who were
considered. as some researchers indicated in previous studies. as passive agents in the

teaching environment (Goodman, 1986; Shulman, 1986; Zeichner & Tabachnick,, 1981).

Another outcome was having pre-service teachers who struggled with curriculum planning
and curriculum construction, or as Cheng (2001) pointed out who have to face uncertainties
arising from the necessity to take up to new responsibilities in curriculum planning. These
findings are consistent with some research tindings. Calderhead (1990) and Furlong &
Maynard (1995) for example. found that pre-service teachers preferred to copy and adapt
ideas suggested by their cooperative teachers and that they draw upon the observed practices
of their cooperative teachers in their planning and teaching rather than their own knowledge
base. Thus. researchers such as Furlong and Maynard (1995) pointed out that, without
intervention. subject knowledge might be considered by primary school pre-service teachers

as neither particularly important for teaching, nor for pupils' learning.
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3. Curriculum Integration

One of the major challenges that the UAEU English pre-service teachers and their
cooperative teachers believed remained unsolved was their problem to recognize how
subjects are integrated and developed. Although ADEC new curriculum innovation enforces
the integrated approach and the integration of concepts across disciplines, the UAEU English
pre service teachers” taught the three subjects without integrating them. They were not able to
address a topic through the lenses of the three subject areas of mathematics, science and
English. Even more. they were not aware of the purpose for curriculum integration.

The UAEU English pre-service teachers were still more adhered to a discipline-based type ot
curriculum. In addition . they held confused. restricted. or narrow conceptions about
curriculum integration. Research studies have shown that the implementation of integrated
curriculum has been hindered by problems such as: teachers’ lack of skills, knowledge, and
negative attitudes (Lam. 1996 Lee. 2002).

In ADEC elementary schools where the English pre-service teachers practised teaching,
students often experience the integrated curriculum at learning centres: as students move
through the learning centres to complete the activities. they learn about the concept of
patterns through the lenses of various disciplines. Yet. the cooperative teachers indicated that
that the UAEU English pre-service teachers needed adequate preparation of multiple levels of
work for different learning outcomes and needed to learn about differentiated learning centres
to provide significant learning. It could be inferred then that to improve the chance of success
in achieving the goal of providing quality integrated curriculum, pre- service teachers need
much more professional inputs about curriculum integration in their university academic

studies.
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¢) The Discrepancy between Academic Coursework and Field Experience

Woven through the results of the interview. the questionnaire and the observation checklist
was a notion of the discrepancy between university coursework and the pre-service teachers'
tield experience. More etforts were needed to increase the pre-service teachers' awareness of
the ADEC curricular reform requirements and the changes that are taking place in elementary
schools. The LIAEL! English pre-service teachers were moved from the university program
setting to the tield setting with no adequate preparation to meet the challenges of the current

reform requirements.

In addition. the discrepancy between academic coursework and tield experience was
apparent. The UAEU English pre-service teachers faced the problem of how to recognize
how theories they studied at the university and their field practice are related in their area of
specialization. For instance. the UAEU English pre-service teachers struggled when they
started to teach phonics to elementary students. The ineftective early literacy methodology
utilized by the UAEU English pre-service teachers was apparent through the mixing between
letters and sounds. For the subject support specialist ot English, the UAEU English pre-
service teachers were not able to teach students how the letters of the alphabet. singly or in
combination, represent the sounds of spoken language. This tinding is consistent with Tairab
(2008) study tindings about the UAEU pre-service science teachers™ perceptions of their
educational preparation. Tairab indicated that part of the dissatistaction of pre-service
teachers with their level of subject matter knowledge might be due to the lack of integration
between what they taught at school and what they studied at the university. The findings of
Tairab's study also revealed the need for systematically collecting perceptual information
from university students and constantly re-examining teacher education program structure so

that intended outcomes are sustained. In addition. the negative effect ot the unrelated or
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detached field experiences and university coursework an pre-service teachers’ preparation
was supported by many researchers such as Feiman-Nemser (2001) . Lyon. Vaassen &
Toomey(1989). Berger& Luckman (1991) and Wallace (1991). Lyon. Vaassen & Toomey
(1989) for example. reported that pre-service teachers find that the teaching program
coursework has little effect on their teaching and that pre-service teachers tend to find
discrepancy between theory and practice. therefore they believe that their coursework is too

theoretical and can't be implemented in real classroom settings.

Moreover. the studv findings revealed the need for more opportunities to observe high-
quality authentic teaching in schools before pre-service teachers start their field experience.
Although. the L'/AEU English pre-service teachers demonstrated suftficient theoretical
background, the inadequate teaching of phonics for example. reflected insufticient authentic
practice that was needed before starting the pre-service teachers’ trainings as teachers. The
LIAEL! English pre-service teachers should be provided with substantive and rich
opportunities to increase their perceptions about the theories they studied during their
academic coursework. The pre-service teachers’ sense of confidence of teaching should be
transterred from university coursework preparation and intensive tield observations before
they make this transition to real teaching in real settings. The need for intensive field
observation provided to pre-service teachers was supported by many researchers such as
Beck . Kosnic & Rowsell ( 2007). Bransford .Darling Hammond & LePage (2005). Schulz
(2005). Korthagen & kessels (1999). Hartocollis (2005) and Melnick & Meister (2008).
According to Levine (cited in Hartocollis. 2005. p. 2) a widely-held concern is that “one of
the biggest dangers we face is preparing teachers who know theory and know nothing about

practice.”

89




It can be inferred then that the quality of teaching and the ability to overcome challengeg

were affected by two important factors related to field experience and university preparation:
what is required of the LUAEL! English pre-service teachers in their teaching practicum within
a major curriculum retorm and what is offered to them in terms of university preparation and

training.

Implications for Further Research
Many pre-service teachers start their teaching experience eager and ready to make change,
yet they are not always prepared for the challenges of teaching (Head. Hill & Maguire, 1996:
Johnson & Birkeland. 2003). Therefore. for some pre-service teachers. the teaching practice
may represent a useless experience. characterized by persistent feelings of failure. stress. and
lack of selt-contidence and self-esteem (Almeida, 2005; Head. Hill & Maguire. 1996). This
study presents the challenges the curricular reform movement imposed. which atfected the
UAEU English pre-service teachers’ feelings. beliets and performance during their tield
experience. The findings ot this study revealed that the UAEU English pre-service teachers
encountered three main problems as they practiced teaching within a major curricular reform.
These problems are knowledge of subject matter. knowledge of curriculum and the
discrepancy between coursework and field experience. Thus. the tfollowing are implications
for further research:

e One implication tor turther research could be conducting studies of a similar nature
with large samples or to replicate the present study and include a larger sample of
English pre-service teachers, perhaps from difterent educational backgrounds to claim
generality. The results will then help to get a wide scope of the problem and the way it
can be addressed so as to improve the quality of pre-service teachers education

programs.
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e There is still much to be learned about the knowledge of curriculum and knowledge of
subject matter primary pre-service teachers do possess: and about the ways in which
pre-service teachers can be encouraged to articulate and develop their knowledge to
meet the requirements of education reforms hence. further research is needed.

Recommendations

The quality of teaching and the ability to overcome challenges are affected by two important
factors: what is required of pre-service teachers and what is offered to them in terms of
preparation and training. The following are recommendations that stemmed from the

findings:

1. The kinds of experience and challenges pre-service teachers are expected to encounter
in the classroom and the competencies they need in order to meet the education
reform requirements should be specified and taught. In addition. universities should
prepare pre-service teachers on the kinds of experience and challenges they are

expected to encounter in the classroom during their practice teaching experience.

1o

Pre-service teachers should be well equipped with a good command of subject matter
knowledge that enables them to understand the relationship between information and
the concepts that help organize that information in a discipline. Adequate knowledge
of subject matter helps pre-service teachers make decisions about the construction of

the curriculum and the teaching strategies.

3. For pre-service teachers who are required to teach multiple subjects, adequate
preparation in the new subject areas as well as content and pedagogy areas are needed

before launching into their practicum experience.
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Moreover. pre-service teachers should have the desire to use the target language
(English) in English language classrooms. since the current curricular reform
emphasizes the necessity of using English as a language of instruction to teach
English. mathematics and science to elementary school students.

Pre-service teachers need to develop deep understanding of curriculum integration.
They need to know how to develop lessons that bring together content from difterent
disciplines in a meaningful way.

It is recommended that the university should ensure that the teacher preparation
program is aligned well with the curricular reform in elementary education. What
education reform involves should be articulated in the teachers’ education programs
and preparation courses. Thus. it is important that the university collects data about
the current curricular reform and use these data to determine what outcomes. other
than academic issues. might be considered when moditying their teacher education
program.

There is a lack of sufticient understanding of the nature ot knowledge the pre-service
teachers have to develop and the good understanding ot the multidimensional nature
of knowledge they will teach before identitying appropriate strategies therefore,
follow up studies are needed. Teacher education programs, should investigate what
course requirements are necessary to ensure pre-service teachers’ acquisition of
subject matter knowledge. In addition, much is needed to know about what should be
done to combine subject matter learning with pedagogical preparation.

Universities should re-examine the pre-service teachers concerns about their
practicum experience they would like to see improved and the gap they feel exist

between university coursework and teaching practicum. They need to establish a
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follow up program to ascertain their graduates’ views concerning the impact and

usefulness of the teacher-education program components on their teaching.

Research about the impact of education reform movements and tield experiences on
pre-service teachers™ effectiveness is needed. Linder what field experience conditions

pre-service teachers are most likely learn to teach productively should be investigated.
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Appendix A: Cooperative Teachers Background Survey

Liender: Male Female

Elementary School type: Public School ~~ Private School
tirade Level vou are teaching:

Subjects you teach:

Length of Teaching Experience:

Mumber of times you mentored pre- service teachers:

fumber of English Pre-service Teachers you are mentoring this semester:
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Appendix B: Subject Support Specialist Background Survey

Ciender Male Female
Specialization :
“ubjects visu are supervising:
Length of Supervision Experience:

Mumber of times vou supervised pre- service teachers:

Mumber of times vou usbserved English Pre-service Teachers:
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Appendix £: UAEL English Pre-service Teachers Interview Questinns

Field Problems

I. What problems do you face in your teaching mathematics. science and English?
1. Why do you think you faced these problems?
. What problems were yiru able to overcome?

4. What problems remained unsolved?

W

Does the preparation you received during your course study help you overcome these
problems?
University Practician Program

In your opinion. what shiould be done to help you. during your field experience that could
enable vou to meet the requirements of ADEC education reforms?

Vore: this interview is a semi- structured interview. The above mentioned questions are the
core questiomns. To gather more information. other spintaneous and elaborative questions

were asked by the researcher to clear some views and for threaded discussion.
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Appendix D: Cooperative teachers’ Questionnaire

is questionnaire is designed to collect information about the UAEL! English Pre- service Teachers
d experience challenges and how they cope to teach within ADEC curriculum reform. Each
tement in the questionnaire is followed by a number meuans the following: 5= Strongly Agree

‘gree 3o Neither agree. nor disagree 2= Disagree | = Strongly disagree. All responses are
ifidential. Your co-operation in completing this study by responding to the following questions
uld be greatly appreciated. Thank you.
“e- service teacher classroom performance

tegory statement

Strongly Agree  Strongly disagree
iowledge of Subject Matter

e- service teacher demonstrates an understanding of the sub ject matter of English. S 4 3 2 1
e- service teacher demonstrates an understanding of the subject matter ot Math. S 4 3 2 1
g- service teacher demonstrates an understanding of the subject matter of Science S 4 3 2 1
g- service teacher takes into account students’ individual learning styles. 54 3 2 1
irriculum Knowledge

= service teacher structures learning materials to develop significant learning experiences. S =4 B 2 1
g- service teacher knows how to use ditferent available resources. 5 & 3 2 ]
e-srvice teacher are prepared to teach the integrated curriculum. F & 0 2

eases answer the following questions:

1. What areas is UAEU English pre- service teachers good at in teaching English,
Science and Mathematics?

2. a. What problems do the UAEU English pre-service teachers face as they teach
English, Mathematics and Science?

LI

What problems were they able to overcome? How?

FEY=SSS s P ey S B S R R N N B NG N N s o
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Appendix E: Subject Support Specialist’s Classroom Observation Form
I'his Observation form is mainly designed to collect information about the 1JAEU English
Pre-service Teachers field experience challenges and how they cope to teach within ADEI
curriculum reform. [ach statement in the observation is followed by a number means the
following: 5= Excellent 4= V. good 3= Not observed 2= Satisfactory 1= Poor. Your co-

operation in completing this form while observing pre-service teachers classroom performance
would be greatly appreciated.

itegory Htatement
nowledge of Subject Matter

Excellent V good Not Observed Satisfactory Poor

e- service teacher demonstrates an understanding of the central concepts 5 4 3 2 i
| her discipline.
e- service teacher uses methods of inquiry that are central to the discipline. S 4 3 2 i
e- service teacher designs instruction appropriate to students learning styles. 5 b 3 2 i
e-service teacher engages students in interpreting ideas from a variety 5 o 3 9 i
perspectives.
irriculum Knowledge
e- service teacher uses explanations that link curriculum to prior learning. 5 ' 3 £
e- service teacher uses different resources and materials for instructional 5 4 . 5
4 R ) <
livery.
e- service teacher uses integrated approaches to teaching and learning. 5 - 3 5

1. Strengths in pre service teacher’s performance (e.g. subject matter knowledge and
curriculum knowledge) (Please specify 2).

—————— e T I F TR AEEEEEEASSSEaEa

2. Weaknesses/ problems pre-service teachers face in teaching the subject (Please
specify 2).

ottt s S S sttt T S ettt sttt e et ittt Sl

T T T S N N T T I T T T T T N T T T T T E T T T RN T T T T T T T T T T T T T T T T

3. To what extent were the UAEU English pre-service Teachers prepared to
overcome the challenges they faced during their field experience?

= snassaa T L bt

e S = S e i m. B N S S TP R R L L L ]
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