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Abstract

This thesis explores the voice of early years children on their experiences of learning to
speak English in primary schools in Qatar. The study uses finger puppets to analyse
OKAf RNByYy Q& S E LISdegslghGuage ardl s afpedlagbiicdl asdiart bf
ARSYUGAFE@AYI GKSANI LINBFSNNBR gte G2 fSINyo

relation to the UNCRC (Article 12 and Article 13).

A review of the literature revealed extensive work on cBirQa @2 A OS Ay YI Y&
drawing on theUnited Nations Convention on the Rights of the Child (UNCRC, 1989),
I NIAOES mH GKIFG 1O0ly26f SRISE OKAf RNBY QA NJ
them (i.e. education). In the state of Qatdistenird (2 OKA { RNBdgrQa @2 A
investigated. This study is designed to contribute to research in this area and generate

ySg 1y26ftSR3IS 2y OKAfRNByQa @2A0Sa Ay GKS

A qualitative participatory approach was used in this researckspectthe OK A £ RNB Yy Q&
educational experiences and to listen to their voergold & Thomas, 201Bplland et

al., 2010). The study utilised a visual participatory approach with fourteen children aged
between seven and eight from two primary school®atar. Visuallynediated group
discussions about drawing and video recording were held with the children. This

provided data on their learning experiences and the status of their voice in English
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classes. The study also includedepth interviews wh two early year English teachers
and classroom observations. -dapth qualitative analysis and thematic analysis were

employed (Braun & Clarke, 2006).

Thsa i dzReé Qa FAYRAYy3Ia NBGSIt GKI (conirdl&to@ KA f RNS
down hiearchical line of authority in Qatar. Traditional English teaching techniques are
in place andhe OKA f RNBy Qa 2LIAYyA2ya 2y YIFIGGSNER NBf
sought. The rigid education system prevents playful leaning techniques (i.e. finger

puppéry) from happening in the classroom.

The study findings show that the children are capable of exercising agency and using their
voice to express themselves in the classroom. Policymakers, researchers and teachers
can collaborate together to develop Xlble learning environments that enhance the
guality of learning for children. This will involve ensuring#petc€during the lesson is
allocated for playful techniques (i.e. finger puppetry) to be used. In this envirgnment
children will find their @ice within the education system and use it to influence

educational matters relevant to them.
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Chapter One: Introduction

1.1 Introduction

| KAt RNByQa @2A0Sa I NBE ONHzOALFE Ay SRdzOF (A2
perspecties need to be listened to. Article 12 of the United Nations Convention on the

Rights of the Child (UNCRC) 1989 acknowledges and suioright of children to

freely express their views in their society on matters related to them (i.e. educational
issuUd 0 OW20AYazys>s HaAaMmMOU® | 2SOSNE RSALIAGS |
voices worldwide, particularly in Qatar, continue to receive only selective attention and

they are not always trustetb contribute to the education they receive (Sargeant &

Gillet-Swan, 2015).

The term® K A f R NRls v@hemedit® BeDafed in the literature. Cassidy and Robinson
(2022) argue that the term refers to their ability to interact and communicate with gthers

and to express and share views including emotions, squmus/ements, feelings,

attitudes and body language, not merely verbal expressions (Arnott & Wall, 2022). Given

the interest in debating the term, it is unsurprising that it has become the area of focus

in educational settings to overcome selective attamtibhis means that researchers are
AYGSNBAGSR Ay SELX 2NAYy3 @I NA2dza | 4L)S0G4a 2

voice of children a complicated area of practice, and recent studies have discussed how
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to provide a space for children to voice thapinions and have an audience to influence

(Lundy, 2007).

LG A& I01ly2sftSR3ISR (GKIGO GKSNB Aa | tdl L) 6S
the voice of children to be heard and its actual implementation when children are
involved ina context relaed to them (i.e. education) (Lundy, 2007). This thesis explores
GKS adGraS 2F OKAfRNBYyQa @2A0Sa Ay Gg2 v
interact and communicate, whether their expressed opinions are heard and the extent

to which their say igalued in the educational system.

L NBFSNNBR (2 [dzyRe&Qa dhe/OKAE REBRSE @GXKEY
acknowledging its implementations and limitations for use in my research. Providing
children with opportunities to express themselves and ttidbened to attentively is an

essential component for their voice to exist. Taking heed of their voice is a pillar for the
fAFS 2F OKAfRNBYyQa @2A0So 5SOALIKSNAY 3 [ dz
(space, voice, audience and influencej &MNCRC Article 12 (igs helpedo deepen

ourdzy RSNE Gl yRAY3I 2F GKS SEGSyd GKIG OKAf RNE

Article 12 (1) reads as follows:
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1. &States Parties shall assure to the child who is capable of forming his or her own
views the right to express those views freely in all matters affecting the child, the
views of the child being given due weight in accordance with the age and maturity

of the child (General Assembly resolution 44/25, 1989).

/| KAt RNBY Qa NiAvE furll is éssentidithé I§e of offildren. Their lives are
interwoven with play and play is consideadintegral part of childhood (McKendrick,
2018). Article 31 (1) of the UNCRC, which emphasises children's right to play and leisure

activities, reds as follows:

1. dStates Parties recogmithe right of the child to rest and leisure, to engage
in play and recreational activities appropriate to the age of the child and to
participate freely in cultural life and the art&General Assembly resolution

44/25, 1989).

tfrFe& A& aAddza 6SR G GKS KSIENI 2F OKAf RNBYOQ
learning (Mannello et al., 2020). Through ptyldren nurture and develop aspects of

their personality (physically, emotionally and intelledyal(see Chapter 4).
Consequently, there is a developmanemphasis on facilitating and supporting

OKAfRNBYQa LXlIe Ay UOGUKSAN tA@Sa o6SaRumeOlF GA2Y
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depth exploration of thatatus ofplay in primary schools in Qatarhis thesis examines
the opportunities that children have to play in English classethanevels of playhat

exist.

In this thesis, | will examine the level of engagement and leisure activities that children
experience when learning to speak Esiglis a foreign language by using finger puppets.

To examine the exterthat the children in Qatari primary schools have the right to play
and have fun within English classes, | used finger puppetry as a playful pedagogical
teaching technique to enable tlohildren to articulate their learning experiences and to
investigate whether finger puppetry creates a fun learning environment (see section

1.3.2).

Listening to the voice of children through the use of finger puppetry as a pedagogical
teaching technige can be a catalyst for studies into the voice of children in Qatar. It
provides an opportunity for children to express their voices on how they currently learn
English, and how they would like to learn. These opportunities are not common in the
Qatari séting. In doing so, the research will inform policy and practice in Qatar and

internationally.
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1.2 Research Background and Context

wSaSINOK Ayidz2 OKAf RNByQa @2A0S Ay SRdzOl GA2

ways to improve performancend learning experiences at school (Adderley et al., 2015;
Hajisoteriou & Angelides, 2015). Beyond educational research, the international
conventionthe! b/ w/ ¥ Llzi fA&adSyAy3a G2 OKAf RNByQa
world stage. All nationa the worldhaveratified the United Nations Convention on the

Rights of the Child (UNCRC, 1988}ept the United States of America.

Qatar ratified the UNCRC on 3 April, 18960 Group for the Convention on the Rights

of the Child, 2009, p.Baeed2018). Ratifying the Convention meant that children in
Qatar have the right to express their viewpoints on matters affecting them and to have
those views taken into account. Yet, the literature indicates that children in Qatar lack
the right to voicdheir views on wider scale life issues ahdttthey remain under adult

authority and act as subservient to their elders@hAbnim, 2012, p. 350).

Qatarhasmadea considerable effort to bring the UNCRC's rules into effect. Legislation
had been amended andew institutions have been launch@tie culture centre for
mothers and childrerthe Qatari foundation for the protection ahildren and women
andthe Al Jazeera channel for children) bus itot obvious what these organisations d

Even with their besefforts, there are still difficultiewhen making the rights enshrined
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in the UNCRC a functional reality (NGO Group for the Convention on the Rights of the
Child, 2009, p. 2, 4 & 6ln a similar vein, children rarely articulate their opinions and
viewsin the educational setting because béttop-down hierarchal authority that flows

from adults to children (Attar, 2022 view of this, Lundy (2007) suggests that one of

the obstacles to implementing Article 12he adult concern that giving childrenore

control will undermine their authority and disrupt the learning environment. In addition,
someadults doubt that children can contribute to decisimaking in any meaningful

way. Children in Qatar are often viewed as incompetent and thenefdigermitted to

FOG 2y GKSAN)I 26y O0OSKIfTFTd ¢KS@ I NBE GASHSR

2008).

Such a perception bias negatively impacts learning to speak English at schools (restricted
learning that leads to the children becoming bored) (Nesisal., 2014). Lansdown et al.
(2014, p. 8) beliewethat providing the righiof children to be heard, inelation to
educational issues, will require a cultural shift in the relations between adults and
children. They state that when adults are makimgisilons about the education of
children, it is important that children are included in the issues being discussed before

decisions arenade.
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| noticed that children did not have the right to voice opinions and were not heard in the
classroom when | wagorking as an educator for young learners in Qatari government
a0K22ftad 5S0AaAz2ya 2y OKAf RNByQa SARdzOF (A2
example, teachers selectedachingstrategies based on their point of view without
consulting children toirid out how well the strategy engaged and interested them
because they were following the syst&dommunication flows from adults to children in

Qatar in a topdown hierarchical mannefThus, there is a need for an-depth

exploration of the voices of dtiten regardingtheir perspectives and experiencek o

learning to speak English and how they prefer to learn it. This thesis prawidegepth

insight into this area.

Qatar has maintained a developmental vision of education for decades. Its anstibion i

develop an education system that is in line with international education standards. Qatar

has paid attention to education and played a central role in takingeducational

initiatives to develop educational systems and policiesénagincluded ealy childhood

SRdAzOI A2y O0!fOKIYA 3 w2YlIy2641A3S HAMOUOLD |
concern for the Qatari government. For example, Althani et al. (2016) stpktiearly

childhood education teachers in Qatar are given a templatehenpractices that

promote learning outcomes.
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According to Althani et &.@016) remark, it appears that in early childhood education,

children are not given the chance to actively express their opinions; instead, they follow

the modeled practices of their teders. The teachers seem to provide ready templates

to teach their childrenIn other words, the children are recipients of education but not
participants in it. It seems th#te teaching practices used in the classroom do not

contain contributions fronthe children. Althani et al. (2016) netinat the aim of early

childhood education is to provide children with creative learning and increased social
competence. The intention is to fully engage them effectively in their unique worlds at

both homeand 22t ® ¢ KA A &adzZa3aSada GKFG vIdGkFNRa ¢

actual practices may be at odds with one another.

A preponderance of educational research conducted in Qatar focuses on the system and

its impact on teachers, parents and students (Abeh et al., 2017; Aluwari et al.,

2021; EllikCherif & Romanowski, 2013; EQherif et al., 2012; Nasser, 2017; Nasser et

al., 2014). Some of the research is concerned thghLJr NSy G a4 Q LISNDOSLIIA 2
OKAf RNBYy Qa f -Maafadie&.p2017 SeaMietal/, A032Dthérs examine

early childhood learning policy (Althani et al., 2016). It is important to emeltlaats

there is no early years research from Qatar that actively engages children in an in

depthexploration otftheir opinons, perspectives and learning experiences.
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Although the general educational practice in Qagarot the focus of this thesis, the

practice ha important consequences as a background tie OKA f RNBy Qa f S|
experiences and Isdhelped make their voes heard, as shawin this study. Thus, it is

vital to give the reader some background information about the strict Qatari school
system from my professional knowledge and expertise that everyone (teachers and

children) must adhere to (sesection3.1).

1.3 Rationale

The broad aim of ik research and essence of the rationale is to listen to early years
OKAf RNByQa @2A08a 2y (GKSANI SELISNASyOSa 27
two focal questionsspecificallyvhy is it important for meas a researcher) tiisten to

OKAf RNByQa ©@2A0S 2y SRdzOlFGA2y Lt A&aadsSa Ay

chosen intervention pedagogy to teach young-native English speakers

MPodM ¢KS LYLRNIFYOS 27F [ MtalilSyedigGatald 2 / KA £ R

Thestate of Qatar underwent a new educational reform in 2001 and it is still experiencing
significant changes. Key focus areas of the reform were to develop the best teaching
practices in English and other subjects, to responddiwidual needs, provide access to

life-long learning, to improve its structure and to increase the quality of teaching. The
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Qatari Government and the community want to improve the curriculum and the role it
has in ensurinthat students are able to readheir true potential, particularly because

the literature indicates that students are not reaching the required standards in English
(Nasser, 2017 p.16). Nasser et al. (2014) esplainonly 10% percent of students meet

the required standards in Englliand they are too frequently bored in English classes.
Nasser (2017) suggests that perhaps this is dutd@oor alignment betweerthe
teaching strategies and the individual needs of children. The ambitions of the reform
provide opportunities for reseaners to investigate ways to improve education in Qatar.
For example, listening to the voice of children and gathering their perspectives for this
study can develoan understanding bwhy children experience boredom in English
classes. Itis an importastep toward understandingie OK A f RNB y Q &elateld NE LIS O

to their experience of English classes.

The United Nations (CRC) (1989) is an international convention that has been ratified by
Qatar which indicates a commitment to upholding the rightshdfiren. In Article 12,

the UNCRC states that children have to be informed, involved and consulted on issues
related to their lives (Kellett, 2010). Lansdd®@04) explains that Article 12 stipulates

that adults need to initiate comprehensive and mdful dialogue with young children.

She believes that the wokdarticipatiorf2efers to an ongoing practice, whereby children
freely express their views and actively contribute to decisiaking on issues that

concern them (i.e. school education). Ldown et al. (2014, p. 4) argsithat everyone
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in education (teachers, parents, policymakers and children) should have a stake but
governments are forgetting to count the viewpoints of children when discussing
education policy and how it is delivered. Theegnment in Qatar aims to improve the
education policy, curriculum, teacher practices and resources but forgets the essentiality

2T ftAal0SyAy3a G2 OKAf RNByQa LISNELISOGAOSA 2y

It has been argued that improving the education system necessigaiing beyond
academic achievement by respecting that children are highly valued active participants
in the education process (Lansdown et al., 2014). Poor English achieveméetragd

levels of boredom in the classroom following the Qagédorm s perhaps a result of their
voices not being listened to. It is revealed in the literature that many children struggle in
school because of an educational environment that disregards their opinions and
hampers their participation opportunities (Lansdowvtrale, 2014). Therefore, this study
actively listens to young childrém Qatar to understand their perspectives on learning
English as a second language. The children participatings istudy will be able to

exercise their right to share their valuegimons in the educational setting.
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1.3.2 Finger Puppetry as a Pedagogical Strategy to Teach English Speaking due to
Boredom

Puppetry is described the literature as being an effective practical pedagogicalftwol

emotional interaction and communian. It is a learning pedagogy that can be applied

Fd aOKz22f IyR G K2YS 69 yPuppsuylsavegdl@ing = ™o
traditional performing art that has been used for centuries by many different cultures
throughout the world. Histotally, puppets have been used to tell stories, deliver
messages, communicate thoughts and entertain people for more than three thousand

years in Egypt, Greece, Rome, ancient India, Japan and China (Gibson, 1992).

AshtonHay (2005) considers puppets asigean invaluable teaching strategy created to
stimulate active learning, emphasigimprovingtheir expression abilities. The literature
indicates that finger puppetry is a language that delivers feelings, ideas and emotions
through a combination of gestes and words (Kempster et al., 2015; Wallace et al., 2004)

AY I NBEFESR yR &LRYGlI yS2dz@01B8YBANRYYSYy i ¢

Puppets as a pedagogical technique enhance the relationship bethetacher and
children and betweethe childrenthemslveso 4 I €1 y I €1 3 YI £t YPOZ HAM
2 A0K GKAA AY YAYRI YR ft2y3 gAGK (GKS AYLR

Qatar to understand their boredom staaed to relate to the UNCRC, Article 31, | used
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this technique to explore and devplthe experience that children have in their English
lessons. | used finger puppetry to include fun activities for the children to acknowledge
GKSANI NRARIKG G2 LXFe yYyR Sy3alr3asS Ay f SAadaNB
to play is vital fotheir development and growth (McNeill, 2020) (Shapter 4). McNeill
OGHNHNO FNBdzS&a GKIFG FfGK2dAK GKS ! b/ w/ 02y
leisure activities, schools appear to neglect determining the curriculum. Therefore, |
wanted to inestigate whethefinger puppetry, as a plagased chilecentred strategy
couldenhanctheOKA f RNBy Qa FdadSyadArAz2ys AydiSNBaid | yR
play-based pedagogy to teach young children increis@sengagement in the learning

process and creates opportunities ftineir voice to be heard. It is a technique that

presents children with a chance to express themselves on their educational experiences.

It was also used to gauge the helpfulness of finger puppetry as a strategy to ethieémce

Ay @2t @SYSYG IyR AyGSNBad Ay 9y3atArAakK Ofl 84°¢

of view.

My learning and thinking evolved during the research process. For example, the research
focus began with the aim of identifying a fun teaching pedaglogganted to measure

0KS Ay Tt dzSyOS 27T -0WTaASyR3 908 RWAALALTISIINBELQ 4l &y (LR &
English learning in the classroom by fully engage them in joyful classroom activities.
Meetings with the supervisors and exploring the liter@ton alternative perceptions of

children and their participation rights changed the research ftmward listening to
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children experiences of learning English to discover how to improve the way they learn

in Qatarand to listen to their opinions and thghts about the puppetésee Chapter 2).

Lastly, even though that finger puppetry is widely used and has been shown to be an
effective pedagogical tool, no research exists on its potential for usage with young
OKAf RNBY Ay v I (F NI ahesiS Bodnibbites ko2the lgowing Badlyio Y &
research on puppetry by examining its features, benefits, limitations for entertaining,
enthralling and supporting children's voices in an inflexible educational system. Finger
puppetry, therefore, is used in a dwedy to both tackle the boredom the classroom

and to capture voice. Althoudtonly used finger puppetry with one age group of children

for a short time because of the COMI® lockdown, | was nevertheless able to

exploreits usefulness with children.

This studyanbe considered a starting poiof professional chang®r English teachers
and otheracademics in the state of Qat#dl educators must value the thoughts and
viewpoints of childrerbecause they areompetent, active and experts in their ow
learning Children's right to express their thoughts is essential to their lives and education,
particularlywhen it comes to making decisions that affect th@aker and Le Courtois

2022)
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Exploring learning experiences provides education researcmais children with
opportunities for learning developmerithe right of children to participate and voice
their opinions should be taken into account in the educational sy&eensection 10.3)
because their voices are rarely considered in classroontiastard they are overlooked

by those at the education system (see secd®2.1and3.2.2)

1.4 Research Aims and Questions

A plethora of studies have proven that children are competent and have a voice. This
research aims to explotte O K A f R KsPe¢ti@es dthdi® experiences of learning to
speak English inside the classroom in primary schools in Qatar. The following questions

were developed to guide the research process

1) How are the rights of children conceptsati by the primary English tel@ers
that are part of this study in Qatar?
2) In what ways are and can teaching strategies in Qatar be informed by the voice
of children and teachers.
a) How would early years children in Qatar like to learn speaking English
as a foreign language?
3) How does themplementation of puppets into the classroom influetioe
OK A f mndBsyafdEattention in the Englisspeaking lesson and at home in

Qatar?
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a) How do the children perceive the use of puppeisya pedagogical

tool in English speaking lessons and at &@@m

To make the reader more aware of the sequence in which this research was conducted,

| outline my thesis and list the chapters that make up this stuttiy ifollowing section.

1.5 Thesis Outline

| divided this thesis into nine chapters after thisaductory chapter (see Table 1.1). The

next chapter providesn insight into my earlier experiences as a teacher in Qatari

(@]]

aoKz22taszs K2¢g GKS ARSI FT2N 6KS NBaSI NDOK
It is imperative that the reader understanog/ backstory because hiasunavoidably
affected how | approached this research, conducted the studyaaatysed the data
(Probst, 2015). The literature review contains two chapters thaetietye develop three
research questions to guide this researdmaier five provides the research design and
methodology. Thisfollowedby chapter six that contains the thematic analysis approach
used to analyséhe participant perspectives. Chapters seven, eight and nine discuss the
findings ofthe LJ- NJi A @drspdictifas.arte last chapter brings together the research
guestions, existing literature and study findings to summarise what is discovered and to

provide recommendations for early years teachers, researchers and policymakers.
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Chapter One

Introduction

Chapter Two

My Personal Positionalibh Philosophical Standpoint.

Literature Review

Chapter
Three

A View on Qatar: Education, Perceiving Children, their Rights in
Society and to Voice and Participate in Educational Issues.

Chapter Four

Play and Playftdledagogy: The Potential of Puppetry as a Pedago
PlayBased Chil€Centred Teaching Tool for Early Years Children.

Methodology

and Analysis

Chapter Five

Methodology, Methods and Data collection.

Chapter Six

Data Analysis

Findings

Chapter

Part One: The Education System in Qatar that Operates Schools:
¢SIFOKSNAR YR / KAfRNByQa {dF yR

Seven

PartTwo:d 2 K+ . wA 3 K { &Thé Righs &d Voicaob H ¢
Teachers and Children: A Critical Analysis

Chapter
Eight

Part One:Teaching Speaking Stratediésed by English TeachePsay
. FaSR tSRIFI3I238 YR [/ KAfRNByQa

PatTwo:9 EA&GAY 3 ¢S OKAY3I t NI OGAO

Chapter Nine

t dzLILJISGNB Qa / NBFGAGBS t20SyaAlf
¢S OKSNREQ 9 Ohgér@ppetryAntervention.i KS C

Conclusions

Chapter Ten|

Conclusions and Recommendations

Table (1.1): Thesis outline.
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ChapterTwa My PersonaPositionality A PhilosophicaBtartingPoint

2.1 Introduction

In this chapter| present the study®amework. Looking through the lens of my academic
experience, | provide my perspective on important aspefcthe research to give the
readeran insight into my thinking and ideas in relation to perceiving young children,
listening to their assessment finger puppetry andheir preferred way to learn. | will be
mindful at all times that my own point of view could influengeunderstanding when
listening toyoung children's voices, experiencing their learning, conducting the study,

and analysing the da

A reflexive approach is maintained throughout the research process. Reflexivity has been

~ A

Fa aFOGAzya GKFEG RANBOUG FGGSyGAazy
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Yy 4dz02SO0G YR 2062S010¢ sththlimpaatthe H A mp
researcher has on the participants or subject matter being investigated. It is the use of
seltawareness to maximighe 2 LISy ySaa (2 20KSNRa 62NI ROAS
study, | use reflexivity to strengthemy insight into the reearch and to critically
investigate the research of other academics. A deeper understanding of my ontological

and epistemological perspectives on perceiving children, listening to their voices and
learning experiences itihe classroom helps me to recogaibow they influence my

research.
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When reviewingthe literature on how children are perceived and listened to, |
consideed how the ontological and epistemological views of other scholars affect their
work. My own perspectives are contained throughoutstlthesis and are expressed
consistently when discussitige childrer voices and learning experiences. For example,

| discuss my deliberations regarding my decision to use finger puppetry as a playful
teaching tooland intervention in English classesedularly express my thoughts and

ideas on childre® voices and their learning experiencethaEnglish lessan

2.2 Conceptual Framework

I LJF NI A OA LJ ( 2 NE -babey Rppr@ashiptoRdeStiieCframeNdikId¢ thid

G dzR& Ay 2 noDdkpefieRoESSof |€nningd speak English in Qatari primary

Qx

Qx

OK22fad / KAt RNBYyQa @OASsa | YR LISNERLISOUABSAE
(Bagnoli & Clark, 2010) (see Chapter 5). In this study, | perceive children as competent

and independst experts on educational issues relevant to them in relation to UNCRC,
Article 12 (1). This is essential because their voices in the Qatari educational system are

not heard. Their voices are marginalised because of the managerialism systdow(top
hierarchical authority) that controls all those who work within it (i.e., teachers and
children) (Klikauer, 2015) (see section 3.2 and Chapter 10). In this system children are
unable to express how they feel about the education they receive. Adhering t© Quad

(2007) model in this study provides opportunities for children to express opinions and
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participate in educational activities relevanttotrem ! vy f @ Ay 3 [ dzy Ré Q&
(space, voice, audience and influence) within the education systesaéd that the

factors were notpresented Therefore,using a participatory approach design and
keeping children in the centre of the research was necedsamnderstand their

experiences and perspectives.

2.3 Experiences that Contribute to My Epistemology

My research interest developed as a result of my experiences as an early childhood
educator, teaching in primary school in Qateastarted working as a classroom teacher

for gradesone andtwo, (ags seven and eight years old) at Qatar Government Sghiool
gualified as a primary English teacher for foreign learners from Texas A&M and Qatar
University. Completing Masters in education was the natural neip. | was able to
conduct research into English teaching practices and how teachers were ablgeto

with the new educational reform in Qatar. It was my experience of teaahiQatari
schools that developed my interest in educational research. | progressed to working as
an English teacher fahird grade students (agenine years old) and assapervisor of

other English teachers.

| then worked as an English specialist, at the National Centre for Educational

Development (NCED), which is based at the College of Education at Qatar University. My
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responsibilitywvas to provide ongoing training taied to the needs of current classroom
English primary teachers and English student teachers. For example, planning and child
centred teaching technique. This lex to the Doctorate as a candidate with grounding

in English teaching for young children aighificant research skills.

Through my professional experience, | have observed that the Qatari education system
is focused on enhancing instructional techniques used in the clas¢rabdoes not
encourage children to express themselves in ¢lalssan et al., 201% When | was a
teacher, ldid not actively consider the voice of children or whether they could generate
their own ideas or viewpoints. | interpreted the various teaching methods at my disposal
from my own point of view.Wwanted to motivatechildrento learnEnglish as a second
language but did not ask them what they thought of my teaching approach because | was
following the system. My role developed and | was required to antdlgseeachers’
classes to see how they could perform bett@bderved that they seemed uninterested

in how the children felt about the English lessons and were busy following the curriculum.
| noticedthat anystudent feedback on the teaching techniques used in their classrooms

was overlooked.

The children occasnally discussed these issues in the classrooms when | was observing

them as part of my work as an English specialist. | always attempted to talk with them
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after a teacher had finished her lesson &eébre the next teacher arrived to deliver her
class. e dialogue was on the circumstances at hand. It provided an opportunity for a
brief EnglisHanguage conversation. For example, | would ask them about the topic and
what the teachemad covered in the lesson. The majority of them would shake their
heads m response to indicate that they did not comprehend. Some would then defend
this expressionexpressing that they disliked English because the language was too

difficult, the lessons were uninteresting and without any enjoyable features.

During the briettalks withthe children | would rephrase my question and use a few
Arabic words to make my point clearer. On these occasions, the chuturighonly grasp

part of what | was saying and could not put together a complete sentence to respond.
Approximatehfive children out of thirtyn a class would understand and reply in English
when | was able to question all of them together. These experiences prompted me to
embark on Doctorateesearchto deepen my understanding of how children experience

learning Enlgsh as a second language in Qatar classrooms.

2.4 Impact of My World View

The process of conducting my doctoral study altered my thoughts on how | perceive
children, particularly during the first year of my doctorate where | was immersed in the

literature. The purpose of conducting this research was entirely different from what it is
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now; | started the current research with a different intention based on my ontological
0StASTA YR Y& dzyRSNRGFIYRAY3a 2F GKS gl & Of
perceived childrenChildren in my teaching experiences were considered individuals to

be respected and worthy of receiving high quality learning but without the right to
express ideas and share knowledge. They were expected to act as learners in my

pradices and techniques. My information about alternative perception of children and

their participation rights was very limited.

Initially, the aim of this study was to identify a fun teaching tool that would enhance
OKAf RNBy Qa 9y 3 fskoankin Qatu: Thievelbidd inty/a siludy hat Ods | a
going to measure the influence ¥hger puppe& & a playpased pedagogy on young
learners inside the classroom and outside the classroom (at home). | became interested
in finger puppetry after obseing a Tunisian English teacher use puppets to teach her
students English at a teaching convention. She was hired as an experienced instructor
when the Qatar reform initiative was introduced at the beginning of 2000. She made a
lasting impression on me wh | observed han 2005. | recall how energetic, happy and
engaged her students were and | have not seen another class like hers since then. It

inspired me to look into the possibility of implementing puppetry in Qatari classrooms.
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| researched théterature and discovered that finger puppetry could potentially increase
involvement of young learners in the English lesson. It is aap@gepriate intervention
(bright colours and tactile nature) that can create a warm and intimate environment in

the classroom.It encourages children to actively participate and contribute their ideas

G2 GKS fSaaz2zy o4l €Lyl €l ghatYlsédYimyeér puppemymp O O

as an intervention teaching tool t8§ Y KI Yy OS OKAf RNBy Qa St NyA

monotonouspart of their learning environment. Therefore, my focus on finger puppetry
progressed and moved away from a purely teaching tool to a potential catalytic approach

towards voice.

Fruitful discussions with my supervisors, extensive readihg sbciologist perceptions
of children and the shift in the childhood paradigm (Dockett et al., 2011) chamged
understanding of children and childhood and prompted me to develop my research area

to voice focus. Instead of implementing a changthédteaching practices, | wanted to

directly hear from children about their experiences of learning English speaking in Qatar.

| realised that | needed to do this if | was to improve their learihg.research process

had changed my view of children and | begaperceive them as competent and able to

(0p))
[T/
—
&
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The meetings with my supervisors, reviewing the literature and reflecting on my
assumptions abouthildren moved the research to a new level of clarity. | was able to
re-perceive my stance on children and view them as active learnertheiight to make

meaning for themselves (Harcourt & Conroy, 2011). | realised that | needed to provide

the childenin this research with opportunities to exercise their agency and voice their
thoughts on their learning experiences. | understood that | needed to pay attention to

their voices and act on them accordingly. | realised that my thoughts are formulated by

the context where | live which includes the people | interacted with and my daily
experiences in Qatar. Baumfield et al. (2013, p. 15) adbatt personal beliefs and

dzy RSNBR Gl YRAY3a F062dzi GKS g2NIR GoAfft RAOGI
a person make at all stage of the pracice LYy (KA & a i dzR®&stiveL (NS
beings and avoid viewing them as negative, dependent, and becoming. | regard them as
being competent, activagents who are experts on their own generational issues
Believing that if given the chance, children etiactively communicate their opinions

and generate learning context that is appropriate for them.

2.5 Empowering the Participants

It was important to clarify my positionality wite children and tedeers who were part
of this research. Awareness and respect of the differences (age, gender and class)

between myself (researcher) atite participants (children and teachers) was needed to
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maximise research reflexivity and maintain awareness on the obspescess (Hesse
Biber& Leavy, 2011). It had to separate my-pxperience and perspectivé®m the
newly-emerging research procesand experienced perspectives. Similarities and
differences between the participants and myself are discussed in the dudtigy
chapter to provide the readewith a deeper understanding of my own positionality in

this research.

Finlay and Gough (2003) arghat it is difficult for researchers to escape from their-pre
assumptions and prenderstandings. They explain thlaé only thing they can do is to
identify their identity to be able to live the participant experiences to truly understand
and interpret their beliefs. Researcheso work with individuals need to make their
position and approach to research as expdisipossible (p. 110). For this study, | psacti
continuous reflexivity on the research topic being studied, my own interpretations of the
experiences | encounter and | move beyond my previous understandings. Without
examining the self, one can run thskrof allowinginexplained prejudice to dominate

the research findings (Finlay & Gough, 2003).

To strengthen this researchhave continually reflected on my position, experience,
relations with the participants and my interpretations of the resegmitess and

journey. Reinharz (1997) explains that researchers need to bring themselves to the
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research as researchers that socially and personally create their viewpoints situationally
(p.5). In line with this, | reflect on the power relations betweanctiildren, teachers

and myself as researcher (further details will be explained in the sections 5.6.1 and 5.6.2).

2.6 Summary

This chapter examiethe philosophical framework of perceiving children and listening
to their voices. As | discovered in owyn reflexive journey, a sociological perspective on
children’s rightss fundamental to buildinghe understanding bchildren's perceptions.

This thesis assurdehat children are competent, independent and capable individuals

who are expertsoneducayio £ YIF GGSNAR GKIG FFFSOG GKSY®

on their learning experiences ait possible to reveal how they want to learn English.

Analysing the effectiveness of finger puppetry in the classroontiisgxer 4) helpdto
establish bw to tackle specific learning issues. For example, boredom in English classes
(see session 3.2). Childrere aware of their issues, just as adults are (Valentine, 1999).
Thisstudy advance the idea thatchildren can beé#ctive agent being¥ather than
Hecomind@It arguel that theywerecompetent right holderableto participate and that

their voices were trustworthy sources of informatioabout their own learning
experiencesThe fght to participate and the need to listen to children's voices

critically examined. The voices of young children in Qatar are sources of maaking
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on how toimprove their learning context. Future chapters will critically analyse the

children’'s participation and voice in the study and the literature.
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Chapter Three: A View on Qatar: Education, Perceiving Children, their Rights in Society
and to Voice and Participate in Educational Issues

3.1 Introduction

This chapter documents the history of the education system irst#tte of Qatar and
reviewsthe existing conditions of education at schools where young children learn. It
explores the inherent nature of the system that operates in schools and demonstrates
that the voices of children are not often valued and listened to within the system. It
reveals that children are not often perceived as active agent within Qatari families to

deepenthe contextual understanding.

¢KS OKFLIGISNI SEFYAySa OKAfRNBYyQa NARIKGaA Ay
thoughts and share their opinions on theuedtion they receive because they are often
neglected and rarely exist. For example, they cannot influence or modify the English
teaching strategies employed by their English teachers in the classroom to suit their
YySSRa | yR Ay SNSD anotsebght fidrk therebidsafidd systgibraue a | NB
the views oftheir teachers as well. The chapter analyses the importance of children's
voices and their rights to actively participate in the education they receive. Exatiméning

existing research and Qatalegislation, the chapter examines children's voices

situationally in relation to participation and teaching techniques. The purpose of this
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OKIFLIWGSNI Aa (G2 Ay@oSadaAar3alrasS GdKS SEGSyd GKIE

education system, society atejislations in relation to Article 12(1) UNCRC.

This chapter is divided into four parts. In part one, | will explore the literature on the
structure of education in Qatar (its development and issues) and prihnadestorical

context. | will provide etail on the educational shift thdtasoccurred in thestate of

vEGFENI 20SN) GKS fFad GKNBS RSOIFIRS& YR NBO
during this shift. | will examine critiques of the educational system shift and discuss the
successeand challenges of educational initiatives in Qatar. This is completed to identify
0KS adGNBy3adKa yR aAK2NIO2YAy3a Ay viI il ND:
AeaGSY 2o0adl0O0fSaz (2 ARSYy(OGATe 6KIG KAYRS]

contributetowards forming successfatiucation policies.

In the beginning, it is important to understand the system that opeiateshools and

the impact it hason children. Schools in Qatar have a strict system that everyone
includingthe children must adher#o. It begins in the morning (when children arrive to
school at 7:00 am) and continues until the afternoon (when children depart the school at
1:30 pm). The school day includes restrictions that pretenthildren from being able

to express their opinis and perspectives dhe learning practices. The school day is

predetermined and lessons are taught in a sequential order. For example, pupils in Year
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Two must commence the day with English and then move on to other subjects (Attar,
2022). Each subjettacher (i.e. Arabic, English, Ma#ind Science) must enter the

classroom to teach her subject and leave after #ivty minutes to teach another class.

Children have limited time to get from one desk to another because of time constraints.
This mean that the children are restricted taa predesigned schedule and time
framework to study. As this timetable mus¢ followed bythe children and their
teachers,the teachers are restrictetdy thelimited time to act on behalf of this time
frameworkto teachthe subject matter. In most classes, children are required to stay in
their seats whilst the teacher teaches within an allotted timeframe from a prescribed

textbook (Attar, 2022).

Teaching the subject within a rigid system requires that traditional ireg@plnactices are

used (i.e. lecturing) to complete the textbook within the allocated time. Therefore, playful
pedagogy (Goouch, 2008) does not happen in these classes and there is no space or time
for children to give their opinions on the learning coh{éttar, 2022). Throughout this
thesis, additional information will be added when it is necessary to maxih@se
understanding bthe education system in Qatar (see section 3R)r now, it is clear

from the literature that children in the Qatari le@mg context adhere to a constrained

education system in which there is limited time and space for them to communicate,
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interact with, and express opinions on their learning environment. Thus, it is vital that |
approachedhis research tdistento childen's voicesbout their experiences learning

within such a restricted educational system.

t NI G662 A& F20dzASR 2y (KS LISNOSLIIAZ2Yy 2F C
how children are perceived in Qatari culture and within their famlliedl explain the

structure of Qatari society and how children are expected to function within ih(ite

home andat school) and how this influences the perceptions people have of them. To

inform the context of my research, | explore social vigRa 6 KS 1 KSNJ OKA f RNX

rights are upheld within society.

Part three is concerned with examinite SEA A G Ay 3 O pRNIrQOa NI :
thoughtsaboutthe Qatari legislations. | will examine the international literature debate

around the ciid voice and the extenthat theOK A f RNB Yy Qa thektHokights i 2 SE L
is not taken into consideration in Qatari law. Lastly, part four is focused on early childhood
rights internationally and in Qatari law. The four parts examine the field anigdhigfiné

gaps that this study fills.
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3.2 Education in Qatar: A Critique of Past and Present

Qatar is a small Gulf country with a small population. Itis rich in natural resources like oil
and gas. It is considered one of the wealthiest countrittgeiwvorld (Berrebi et al., 2009;
Tibaldi, 2015). It has a tribal society structure and the majority of residents are expatriates
who reside in Qatar to work (Brewer et al., 2007; Dye, 2007). In recent decades, the
discovery of natural gas in Qatar haseeupled with economic and demographic
expansion, transforming the country from an impoverished desert nomadic society to a
wealthy flourishing urban society {Alnmari & Romanowski, 2016; lhmeideh, 2017).
These tremendous changkave accelerated Qatarsocial, cultural, and educational

transformation (Inglehart & Baker, 2000).

Prior to the discovery of fossil fuels in Qatar, education was mostly associated with
informal settings that began at the end of the 19th century, when boys and girls were
taught language and religion without the guidelimdésa formal system (AbekFKheir,
HAMTO® / KAfRNBY YSY2NRASR LI aal3asSa FNRY i
traditional schools called Kuttab. Kuttab is an informal class taught in mosques or (often

for girls)in the home by educated men and women familiar with Islam (Brewer et al.,

2007, p.20). Children were taught these subjectstfiey dzZN I y> NBF RAYy 3 |y
without the guidelines of a formal system (AdekKheir, 2017). This educatiosgktem

lasted until the first half of the 20th century.
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The Ministry of Education (MOE) was created in 1956 and was one of the country's
founding ministries (AYlisnad, 2007). It was the first significant attempt to establish a
more modern and regular fim of education. Since the 1970s, the Qatari government has
prioritised education as the primary means of developing human capital (Berrebi et al.,
2009). The government followed a programme of compulsory and ongoing education for

all children of citizensnd expatriates. They were to get free schooling and the
government opened several schodlsat YA NNB NBR (G KS O2dzyiNEQa
identity (Berrebi et al., 2009Fhe quality of education continues to be a significant issue

in Qatar. Educating eveghild in Qatar would increasiéelong learning but students

havenot acquirel the learning skills needed for their life (AHBkKheir, 2017).

In the 1990s, the Qatari government attempted to improve its centralised and
bureaucratic traditional edutianal system to produce students with appropriate labour

market skills and to reduce the need for expatriates to take the work {BHteir,

2017; Brewer et al.,, 2007). Horn (2002) explains that reforming education becomes
necessary when schools do matomplish the goals of schooling. Qatari leadeesled

to reformSRdzOF A2y 06SOldzaS AG ol a FrFLAfAYy3I G2 VY
providing higHj dzI f A& 2dzi02YS&a FtyR 6Fa& NARIARI 2d:
(Brewer et al., 2007, p. il & 6+ & RSLISYRSYyd 2y GNBGS YSY
students bored and providing little opportunity for studénS I OK SNJ A Y G-SNJ O A

Qatar Policy Institute, 2007, p.1).
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in the Qatari education system, which medhat the students did not have a say in the
education they receive. It is apparent that they rarely got an opportunity to take part in
classroom activities or to express their opinion because they marseriously listened

to. It is evident in the literature that being listened to by teachers is essential for effective
student learning because they feel appreciated and respected (Roeser et al., 2000). We
could argue that students in Qatar wereasftconsidered incompetent and therefore not
permitted to discuss or participate in their educational context. The development of
transferrable life skills was virtually impossible for the students because of limited quality

studentteacher interaction.

Students received information from standardised official textbooks and had to study
designated subjects in a regimented way. The lack of innovation and flexible teaching
techniques meant that the individual needs and interests of each student were
unnoticed. Issues of this kind caubke student interest in proceedings to wane which is

a serious matter because it lessens their ability to contribute to Qatar's economic and

social prosperity (Erman, 2007).
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In 2001 the state of Qatar hired the RAND Corporation (Research And Development), an
American norprofit international research organizatioto comprehensively examine

the k12 school system in Qatar with a view to making recommendations on necessary
improvements RandQatar Policy Institute, 2007; Zellman et al., 2009). RAND was
responsible for exploring the existing education systenidentifying problems with the
system, recommending alternative reform optipasd offering a plan to implement the
chosen refom options and to lead its implementation over a-{ear timeline (Zakhidov,
2015; Zellman et al., 2009). RAND Corporation develop&dzhg O S Lliadegeddent y Q
SchoalXo replace the inflexible, hierarchical, and bureaucratic Ministry of Educational

schools, as a result of the educational refodgucation for a New EEEFNE).

This reform was developed to address many of the weaknesses observed in ministerial
schools, to meet social needs boost the economytp offer highquality education, and

to equip students with lahg-market skills (Abc&tKheir, 2017; Zakhidov, 2015). In

LI NOAOdzt F NE (2 SYLKF&aAasS aaddzRSyida OSydaNBF
p, 75). The Education for a New Era (EFNE) combines best practices fromttsround

world to present Qatar as#orld-classa @ 3 G SY GKIFG YSSGa GKS 02 dzy
It aims to make a bright future for every child (Brewer et al., 2007) and to meet the

ambitious Qatar National Vision, 2030 (Zakhidov, 2015). Qatar's visidi8@iszo be
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an advanced knowledgmsed society capable of supporting its own economic
development. It considers the education of its citize&nessential to accomplishing these

objectives (AbodetKheir, 2017).

Qatari envisioned highuality schoolsable to build human capacity through
extensiveeacher professional development coupleih innovative educational and

social policies (Brewer et al., 2007; Nasser et al., 2014). To achieve this, new curriculum
standards were designed for all grades from2K particularlyfor Arabic, English,
Mathematics and Science. The Supreme Education Council (SEC) was created to replace
the Ministry of Education (MOE) to implement the new curriculum standards. The new
standards require both teachers and students tofqren differently. For example,
teachers have to behave adacilitator rather thanas aknowledge transmitterand

students have to take responsibility for their own learning and work hard to tmeet

new standards being taught in EngliBrewer et al.2007).

Teachers were given increased autonomy to design and develop teaching materials in
order to generate a learning environment that enabled students to engage in intentional
and challenging learning activitieBa@lelmula& Kog, 2016). It is suggested in the
literature thatoverthe course of this reform, Qatar developed their education system by

producing new curricula but overlooked those who are the backbone of the réferm
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teachers and students). For example, they did not ask them whether they needed to
reform and what they neestl from the reform (Horn, 2002). It is clear that the new
reform maintained the togmlown authoritative hierarchy and that the earlier state,
before the education shifthascontinuel into the present. The toplown nature of the
reform infers that the goal of educatiasto reinforce a set of stakeholder interests and
the dominance ofhe business and industrial sectors rather than to improvdesttiand

teacher situations (Horn, 2002).

The establishment of decentralised and independent schools was a significant
component of the reform (ElhCherif & Romanowski, 2013). Independsstiools are
founded on four basic principles: autonomy, accabiiity, variety and choice (Alfadala

et al., 2021). The schools were free to develop their own curricsddong as adhered

to the new curriculum standards (Ab&bkKheir, 2017). In theory, the concept of
autonomy and choice in education should haveositive impact on schools and
educators, making them more attentive to the needs of both families and teachers
(AlKhater, 2016). Howevehis autonomy and choice a2 6 & 0 NHzOG SR o6& (K
hierarchical and centralised nature, ahé complicated legiation and regulations that
control schools and the education agenda (Akékiheir, 2017). The complicatiotinst
Qatar's education system faces aeait difficult to implement and carry out the EFNE

reform.
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The actual implementation of the reform launch@d2004 when the first cohort of
independent schools opened (Brewer et al., 2007). Each particular year from 2004,
another group of independent schools opened. For example, in 2004, cohort one
consisted of twelve schools. In 2005, cohort two schools apand in 2006, cohort
three. By 2011, all ministerial schools had been transfointedndependentschools
(AbouEKheir, 2017; EliCherif & Romanowski, 2013). Although the RAND
recommended reform resulted in a meaningdtdrt to many educationareas in Qatar,

the change was slow (Romanowski & Nasser, 2012; Zakhidov, 2015). Today, the,
Education for a New Era (EFNE) has effectively been repealed, albeit without a formal
declaration, as seen by the reversal of its regulations (AlKhater, 201&)easdhbols
havereturned to a restricted structure that everyone (i.e. teachers and students) must
follow to teach subjects and carry out school day routines (Attar, 208&)analysis of

the factors that impeded the reform that lead to its repeave ben examinedbelow.

3.2.2 Criticism of the EFNE Reform

¢CKS NBT2NNXQA NILAR FR2LIIAZ2Y ¢la 2yS 2F (K
(2002) states that the timing of the refoigtriticalto its success. The hiringtae RAND
Corporation to impve the education system occurred in 2001, and the first cohort of
independentschook began in 2004. The time available to develop suitable school

buildings to meet the demands tife new reform was limited (Zakhidov, 2015). The
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Supreme Education Coun¢®BEC) was forced to hire Ministry of Education (MOE)
teachers who needed to be prepared for new reform standards and to staff the

independent schools because of its rapid implementation.

The teachers hada limited time to receive professional developrhéa master new
teaching techniques and adjust to a new curriculum with new teaching materials
(Zakhidov, 2015). According to the literature, teacher culture and working conditions
contribute to either accommodation or opposition to educational refoftttsn, 2002).

If a school's teacher culture is traditional and teaatesttred, it will be difficult to
implement a reform based on innovative teaching and studenteredness. If the
reform causes time commitments that are unrealistic for teachers, themefuill

struggle to achieve its goals (Horn, 2002).

Qatar has a small population and does not have enough qualified teachers. Foreign
teachers were imported to staff the independent schools amie trained by the
Supreme Education Council (SEC). Thisedadifficulties in adapting the culture and
having the time needed to effectively implement the reform (R@athr Policy Institute,

2007; Zakhidov, 2015). The broad extent of the reform added additional challenges. For
example, it caused everyone to @isc onthe systemrelated changes which were

particularly demanding for the foreign teachers since they found it challenging to
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particularly as the number of staff and conti@stincreased (Rar@atar Policy Institute,

2007).

Abrupt decisiormaking,continuous switching between policjesd ignoring the voice

of the teachers and students who applied the reform throughout the reform process
created a feeling of instability RBn K YLISNB R (1 KS NBJR@arNMIiya & dzO(
Institute, 2007; Zakhidov, 2015). For example, the first cohort of independent schools in
2004 had to decide which instructional language to use in teaching (i.e. Arabic or English).
In 2006, schools wer®rced to use English as an instructional language to teach the
subjects. As a result, the students struggled to transition from their mother toingore,

Arabic to English (AbdtiKheir, 2017). Many teachers lacked the required English
language skills teeach which resulted in an influx of additional expatriates fluent in
English (Zakhidov, 2015). The instructional language policy was heavily criticised by the
community as being incompatible with their Arabic cultural identity. The government
unexpected} shifted the language of instruction back to Arabic in 2012, forcing many
expatriates to resign and students to relearn many langoageepts (AbotEKheir,

2017; Zakhidov, 2015).
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These interruptions causeie students to develop negative attitudgowards learning.
ElliliCherif and Romanowski (2013, P.9) state 40% percent of pupils during the
reform period ignored homework, lacked seriousndasng theirstudes relied on
private lessons, and became careless and less inclined to studyand-iethermore,

the reform caused disarrag, lack of compliance with the regulations, and increased
pressure on students because the standards were too high for them and the educational
process concentrated on quantityot quality (Ell#Cherif & Romaowski, 2013). The
inconsistency of the reforms resulted in an impairment in educational quality, which can

explain somefthev I G F NA & 0 dzR Sy (i & @ducatioN{NhalliN®15,p23).4 dzO O S

It can be argued that the education system in Qatatinues to experience authoritative
top-down control over those who use it (i.e. principals, teachers, students and parents).
Individual ideas and opinions appear to be overlooked by those at the top of the
hierarchical organisation. They implement chaageording to an unclear education
agenda, regardless of the fact that reform is carried out from the bottom of the pyramid
(i.e. teachers and their students). These impactful events, witnessed by teachers and
students in Qatar, hee hal a negative affeabn their attitudes and performance when
learning English as a second language. It was necessary to undertake this thesis to actively
listen to children's perspectives on how they experidaaeing English and how they

enjoy learning it.
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3.23Concluding K2 dzZaAKda 2y vIGFNDRE 9RdOFGAZ2YIFE wST

vEidFNRa SRdAzOFGA2YLFE AYAGALFOGADS 61a |+ Y2YSy
vision for its future. Despite some successes, serious issues have inigetiéd
acceptance. For example, several reseagched @ G KIF G GKS OKIFffSy3S
stem from importing Western reform elements into Gulf countries (Palmer et al., 2016).
ElliliCherif et al. (2012) statethat the new educational initiative in Qatar was not

adapted for Qatari culture to belevantwithinits local frameworkor bothteachers and

children. This led tahere beingunclear and vague responsibilitieencerningthe

policymakers.

Ambiguity and confusion about roléss resulted in changing and shifting decision
making in dayo-day operations. Misunderstandings and conflicting messhges
caused inappropriate decisions to be made by the wrong people (Brewer et al., 2007, p.
148, 149). As a result, the reform plaedsirden on the teachers, school principals, and
pupils. Its apid implementation and the requirement for additional training
opportunities forces everyone to perform duties for which they are not prepared or do
not have the opportunity to demonstrate accomplish (Elhierif & Romanowski, 2013).
Qatari leaders needo rethink the implementation of the reform and any further

education initiatives by taking into consideration the local cultural context, the point of
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view of teachersandthose of botithed (0 dzZRSy 10&4 | y R OHé sultureNidaty Q& LI

governs the @tari families is examined in the following section.

3.3 Understanding How Children and their Rights are Perceived within Qatari Families and
Society

Childhood is an essential pafthuman life and every society hatsgaged irextensive
research on itChildhood is unique to the society of every country and is conceived
differently according tothe culture and environment. This section explorbe
perceptionof childrenby Qatari society and its focal pillar, tRemilyQas dependent and

7 A

reliant. Iwvi f SEI YAYS (@K SEGSYd GKIG GKA& AYLI
voices in Qatar. Developiagdzy RSNA Gl yYRAY 3 2F OKAf RNByQa S|
system is aided by knowing the public perspective of schools as being institutions that

reflect society's norms and values.

Historically, Qatari society has been dominated by a tribal system that has its own
traditions, valuesand beliefs. The tribal system has played an important part in
developing and controlling Qatari family and sociéigibes are still the dominant rulers
and provide the foundation for Qatari social norms and custom&Hahim, 2012).
Qatar, like others in the Gulf countrigmveexperienced rapid and inexorable societal

change but maintaineits cultural, traditional values and identity as a Gulf country. Gulf
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countries consider the family as being the central pillar of society (NGO Group for the
Convention on the Rights of the Child, 2009; Saeed, 2018). According to Noor Al Malki

of the Executive Director of thBoha International Family Institute (CIRS Newsletter,
2015), Qatari families are the primary target of policymakers in Qatar. The patriarchal
social system dominates Gulf families and tasks are distributed within them according to
gender and age (Ahanm, 2012). In Qatar, the father is the head of the family and the
breadwinner. He plays a supportive parenting role when the children are older (Al
all RFRA 3 L1K{STE Hampu®d ¢KS OKAGRNBY | NB
2012). The mother isesponsible for raising children and taking care of the house

(Ihmeideh, 2017Welchman, 2010).

The link between nomadic families is clearly ruled by submission and subordirration

may lead the children strugggjto be strong and autonomouss wdl as influencing their

role and responsibilities as sdtbminated individuals. The parenting approach set out

in Qatari families seems to still classify children as being passive and muted. For example,
they are required to follow whatever their parsrdecide is appropriate as custodians or
guardians (Welchman, 2010). This kind of familial and social perception of children
strongly reflects how they are treated and dealt with in the educational system. How
children are treated in Qatalegislationthe value of their voices, the extent that their

thoughts and opinions are received, heard and respected in the classanoithe
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will be explored in the following séms (3.4).

The rapid changes taking place (i.e. the economic explosion with Qatari So@igty)
affected social life and how children are to be peextand treated. For example, Qatari
parents are likely to be in the workplace and utilise externadtasse for household

work and childcare (Khalifa & Nasser, 2015Amnari and Romanowski (2016) note
that around 90% percent of Qatari families depend on domestic servants and consider
them an inevitable part of running the house. Families hire fordagmestic servants

who are noreducated but required to take care of the children (Ihmeideh, 2017; Khalifa
& Nasser, 2015; Khalifa, 2009). The presence of these domestic servants thgacts

childrerQQ @bringing.

Having worked in Qatari schools for ofiieen years, | observed that most servants
accompaniedhe children at school to drop and collect theaind tocarrytheir bags and
belongings. Solberg (2015) argues that these seemingly compassionate behaviour
perhaps develop complacency in childremd aeduce their sense of independence,
autonomy, and selfeliance. This can weaken the character of Qatari families and society
in general. Corsaro (2018), while not speaking specifically about Qatar, notes that the

OKAt RQa ¢2A 0S8 kbate @duiicBaiges i fandlydinarics anil Ko théy
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affect everyday life. It seems that what Qatari children experience is unique and does not

O2yO2NR GAUOK v@2NIUNUzZLIQA omdppod O2YYSyl

Children in Qatar seemotbe reliant on domestic servants and adults. They are not
designated roles to perform within their families. We could argue that children are often
overlooked and habitually portrayed as dependent, sraatl weak. Their behavipbis
restricted and limied to family and social customs -gdabi, 2004). Tegown
authoritative power is exerted over them inside the family and societal norms limit their
autonomy and being themselves. Traditional Qatari beliefs instil in children that they are
requiredto obey their father without question or argument. Their behaviour is
fundamentally determined by the rules of Qatari society. For example, they are not
LISNY¥AGGSR G2 GNX @St Ff2yS yR GKSeé Ydzad
views (AKaabi, 2004)They must accept the father #ise family leader, not openly
express themselves and follow the family regulations without questidtaghli, 2004).

Children in Qatar seem to be perceiveddezominglather thanBeingQ

¢t KS OKAf RNBF yiewpoiniskhDdra &pppear td-by mdt s@ught and they strictly
follow adult instructiosand directive. Kelly and Smith (2017) argue that conceptualising
OKAf RNBY |a KStLX Saa |yR @dzZ ySNIo6tS Ol y

best intentions can actually serve to disable their ability to enact their full right as
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OAUGAT Sy aé -KaahiJgp0o04, p.@8) dentifidd key areas associated with the
development and shaping of children in Qatari society (i.e. family system, school system
and socibsystem). AKaabi explains that children are accepted into Qatari society when
their behaviour is in accordance with these systems. Whether the systems are against

their personal interests and desires does not matter.

odn / KAt RNBY Q¥ w2AAONIay § SBABKEGA A2y aY ! al

Children's voices are indispensable in modern educatisnt is undergoinga

GNI YaF2N¥YIGA2y® |/ KAf RNBYyQa @2A0Sa KI @S
concept of® K A f R NRWwa® Bolstéred oytBey, ideology, and the United Nations
Convention on the Rights of the Child (UNCRC) (UN, 1989) which was rapidly ratified by
all members of the UN except the United States (Boumans, 2015; Cassidy, 2023),
including Qatar (NGO Group for the Convention orRilgéts of the Child, 2009). It is the

first legal international human rights agreementestablishnorms and standards to
LIN2EGSOG:E SyKIFIyOS IyR LINRPY23GS OKAfRNBYyQa

2022).

The®hild voic€ls subject to variousiierpretations by researchers. Some believe that
the voice is concerned with identity, agency and empowerment, whilst others consider it

to be a dynamic sociocultural dialogue that shapes the views of children in relation to
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personal experiences (MaybirQ13). Maybin (2013) thinkkat the voice is a speaking
awareness and consciousness whereby speakers are making themselves understood by
20 KSNA ® CKSNBE |INB fAYAGlI GA2y a ForaxangpA I G SR
to interpret the WoiceQas a spoken language requires children to be able to express
themselves verbally (Cassidy & Robinson, 2022). Wall et al. (2019)stbéetteere are

Ff GSNYIGABS sl e&a (2 O02YYdzyAOlIGS yR SELN
sentences. For example, kchen can use feelings, movements, attitudes and sounds to

convey meaning (Cassidy & Robinson, 2022).WAwee of childrefis a particularly
complicated area for researchers because of the gap that exists between speaking and
being listened to (Lansdowet al., 2014). Researchers need to listen to a variety of
OKAf RNBYyQa ©@2A0Sa Ay GKS SRdzOFGA2ylf aSaiaa

NEaLR2yR (2 | 6ARS NIy3IS 2F OKAft RNByQa SELN

As these examples illustratdoiceQcan refer to anyform of communication and
interaction that conveys a message that includes emotions, body language, facial
expressions, gestures and spoken language (i.e., sounds, letters,amordentences).

TSN YR [ S / 2dzNIi2Aa O Hoveice opinifrd is Snpaitéat & OK .
for their lives and learning buit K @ K AVt R NEX¢ @argindligedl & Bbsent in both
NE&SENDK FyR LN} OGAOSd ¢KSe SELXFAYy GKIFG
when it comes to making decis®on mattas affecting them. TR K A f RNEhaN & @2 A

beenextensively investigated and is a complex area of the literature.
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Recent discussions focus on how to prowacé&Xor children to voice their opinions

and have an audience to influence (Lundy, 200%.ithportant to acknowledge that a

3L SEAaGAE 0SG6SSy (KS [/ 2y@SyiGAzyQa 3t 206! f

heard and its actual implementation to actively involve them in educational matters
(Baker & Le Courtois, 2022; Lundy, 2007). Thexelistening to children's voices in this
study affords respect to their experiences and identification as active agents who have
the capacity to take part in debates and make decisions on learning to speak English

(Carnevale, 2020).

The aalysis of thereaty in this chapter deepertbe understanding bthe status of
children's rights in Qatar's educational system. It strengthens the determination to
perceivechildren as right holders with a voice. The Convention on the Rights of the Child
stipulates a ariety of rights for children regardless of age, gender, religion, race, or ability
(Cassidy & Robinson, 2022). Identifying issues that do not impact or concern children is
problematic because there are few situations that do not concleitdren (Cassigy
2017). Children live in this world with adults and share the universe with them and
matters that concern adults concern them. Therefore, facilitating participation in these
matters is essential for children (Cassidy, 2017). Cassidy and Robinson (@2022)tco

that children need to be included in practices that allow for participation at all times. In
this thesis, | involve children in discussion about learning Esgkstking. In doing so,

children are being recognised as having the right to particgrateexpress their opinions
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on matters that concern them. They are considered as being competent, skilful and

capable human beings, whose participation in Qatari primary schools is needed.

The articles in the UN Convention on the Rights of the Child liseaildren as citizens

and social participants in their own right (Ndofirepi & Cross, 2015; UNCRC, 2005). Inthe
literature, researchers discuss the UNCRC implications and possibilities. For example, Bae
OHnndv FNBdJzSa G(KI G AsYAdclS 2 $ffhe MNYCRC)MkpradticaNS v Q
situations will mean that adults who work with children will have to change how they

relate with them and modify their roles. Baker and Le Courtois (2022) note that adults

who guide children should be skilful, peutarly those who live in a place whére voice

and choice of childrenare not usual. They advocate for training decisiakers on

AYLX SYSyGAy3 GKS b/ w/ &idlyRIENRA (G2 F01y2;«

learning settings.

It can be arged in the literature that the official details contained in UNCRC documents
do not guarantee that children will be given the respect and space they need to express
themselves. Researchers suggest focusing on how the everyday activities of children can
gererate opportunities for their views to be heard and to participate (Bae, 2009). It

also recommended that researchers interpited children's social structure and how it

influences our view of their capacity or lack thereof as adults (Bae, 2009; Z0bilf,
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Moreover, Vaghr et al. (2011) questidhe connection between state party ratification
of the CRC anthe NS O23ayAlA2y 2F OKAfRNByQa NRIKGaA
0SG6SSY vIGFENDRDa NIGATFAOFGAZ2Y 27F didé [ w/ X

OKAf RNByQa NARIKG&EA A& SEIYAYSR Ay (GKS F2ftf ¢z

Lansdown (2004) believes that children possess a level of competence in the same way
that adults do and, in some are#isey possesa higher level. For example, remembering

the places ofhings, using imagination, attaining IT skills and learning new languages.
Adults fail to acknowledge the capability of children because they evaluate them from

only their own perspective. Lansdown (2004, p.5) states that the competence of children
shouldt5 AY0SNILINBGSR 6AGK2dzi aadzoeSOGAy3a Al 0
O2yiUNROGdzGA2Y &aAYLI & 0SOldzaS (GKSé& | NB & 2dzy
adults but we cannot presume that they lack the capacity to think for themselves or

express their thoughts.

The UN Convention on the Rights of the Child (UNCRC) recognises the capacity of children
in their own right. Education should go beyond this by supporting every child to develop
their skills, values and confidence to participatenraatonomous life (Lansdown et al.,
2014). Thestate of Qatar accepted the treaty (UNCRC) and its National Constitution Law

includes an array of rights for children and its citizens. Nevertheless, it does not fully
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I RRNBEAda OKAf RNBYy @i I NOZRILANBKSYR az®S 1 KA f RAP

Q¢

Qatarhasexperienced challenges implementing the laws and policies into society (Al
Kaabi, 2004). In 2005, a new constitution went into effect which included human rights
measures. The measures improved thanan rights (i.echildren) situation but some

issues remain and new ones have surfaced (Qatar Country Review, 2018). For example,
the Country Rapporteur, Mr. Filali, explains that thesbeenprogress in legislation in

Qatar but there is very limiteinformation on the implementation of the law (NGO Group

for the Convention on the Rights of the Child, 2009, p.2). This means that gatekeepers do

not recognise children as being necessary contributors to education deuigiong.

The Convention on thRights of the Child and other ratified treaties have legal force
according to Article 68 of Qatar's Constitution. The proviso in that article, however, states

that treaties that call for changes to the laws of the State only take effect when they are
published as domestic law. This implies that the application of the Convention is barred
insofar as it contains requirements beyond those found in national law. Only when the
Convention's provisions have been incorporated into national law can they be used
directly in domestic courts. There is no evidence that the Convention has been cited or

used in national courts (CRIN, 2012). There are numerous rights provisions in Part 3 of
0KS vIGINRa /2yadAddziazy GKFG LYt G2 OK

none of them directly mention children's rights (Human Rights \AN@BQatarPSWG,
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2023). However, the Constitution's second section on "the guiding principles of the

society” does contain two provisions that are particularly pertinent to children:

 &! NIi equiremi¥fe State to make provision in law to regulate and protect
childhood.

1 Art. 22:requires the State to make provision for the protection of young people
from exploitation and physical, mental or spiritual neglect; also requires the State
to create an environment conducive to the development of children's capacities

Ay Ftf FASEIRE o0F&SR 2y a2dzyyR SRdzOF A2y

These rights are broad in reach and unclear in meaning, leaving everyone (including
teachers) unsure of how the protectibny R RS @St 2 LIJYSy i 2F OKAf RNE
be administered withiman educational system. Specifics are needed in Qasidnal

law on the role of children within the countrivery child needs to be equipped with the

necessary skills and confiderto participate in things that interest them (i.e. education).

Qatar does not have a comprehensive Children's Act but legistatioms especially
relevant to children can be found in a number of legislative Acts and instruments.

Relevant regulations &y include but are not restricted to:
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1 The Juveniles Act No. 1 of 1994

9 The Criminal Code No. 11 of 2004

9 The Code of Criminal Procedure No. 23 of 2004

1 The Labour Code No. 14 of 2004

1 The Civil Code No. 22 of 2004

1 The Family Act No. 22 of 2006

1 The NationalityAct No. 38 of 2005

1 The Compulsory Education Act No. 25 of 2001

1 The Trusteeship of Minors' Assets Act No. 40 of 2004

1 Act no. 22 of 2005, prohibiting the recruitment, employment, training and
participation of children in camel racing and prescribing pesaiar infringing
the Act

1 Act No. 3 of 2009 regulating penal and correctional institutions

1 ActNo. 4 of 2009 regulating the entry, exit, residence and sponsorship of migrants

9 Cabinet decision No. 38 of 2006 on benefits for children (CRIN, 2012).

hyf &Y L2 a2NE SRdzOF GA2y ¢  dsFrelevaktSo chilirenB Y Sy i
education. Article 12 (1) of the UNGRMDt effectively integrated into Qatari laws and

legislation.
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The Committee of the Rights of the Child was established to examine akdhgac
progress made by State Parties in fulfilling their commitments under the Convention. It
is the Convention's monitoring body. One of its main responsibilities is to review the State
Party reports on the steps they have taken to put the Conventioeffgct (Sardenberg,
1996). The Committee emerged as a result of the adoption of the Convention on the
Rights of the Child in 1989. It upholds and promotes children's rights because it
recognises that children are subjéatthe rights that are interwovemto the social and

political fabric of the modern world (Sardenberg, 1996).

Inv I dFNRa O2yF2N¥AGE SAGK !'b/w/ X GKS [/ 2YYAL
in its 2009 Concluding Observations (a written document of State Party conformity with

the Convention that included suggestions and recommendations) (Sardenberg, 1996)

that extensive legislative measures had been taken to ensure the implementation of the

I/ wida LINPQGAaAZ2YyA o0dzi @2A0SR O2yOSNY | 6 2 dz
adoption2 ¥ GKS [/ KAfRNByUa . Afftéd ¢KS [/ 2YYAGOS
Convention's provisions had not been directly invoked or alluded to in national courts.

The Committee recommended the State to continue inspectinggnt legislation,
implementngreforms, expedihgthe passage of the Children's Bill and eimgithat the

Convention can be immediately invoked in court (CRIN, 2012). There is a lack of
information on the CRC in Qatar's national courts and laws which reflects the current

environment & primary school education and my professional experience in education.
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The universal ratification of the Convention on the Rights of the Child (UNCRC) serves as

a central text to shape and inform international political and social action towards
children  Yet, Holzscheiter (2011, p.7) commethist G A & KlF & 06S02YS Ay
evident that the comprehensive understanding of who is a child promoted by the UNCRC
transports an ideal of childhood that, despite its inevitably fuzzy boundaries poses serious
pr2o0f SYya ¢KSYy LI ASR G2 &aLISOATAO Odz G dzNI €
children with opportunities to express themselves, voice their opinions vaimen

possible, act on their own behalf. Qatari society is-8oiynd by its ratification of &

UNCRC to rperceive children as being capable, competent and independent beings.

3.5 Rights in Early Childhood

The United Nations CRC defines childhood with international differences in mind and
statesthat a child is a human being under the ageigiiteen. This means that all children

under the age of eigken are entitled to all rights enshrined in the Convention and

specific rights protection measures when developing their skills and abilities. The
Committee of the Convention is concerned withkiowr 0 S LI NI AS& AYLX SY
rights (Vaghri et al., 2019). They argue that state parties do not pay attention to young
OKAf RNByQa NRIKOGa& ¢ KS,)everiBodgh theylave yadfiediwiths a |y

the convention (UNCRC, 2005). The Comeittssert that the CRC is to be applied
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holistically to early childhogdtaking into account the principals of universality,

indivisibility and interdependence of all human rights (UNCRC, 2005).

The General Comment No.(Z005) Implementing Rights in th€hildhood (GC7) was

launched in response to the observation of the UNCRC. It was discovered in state party

NBLI2NIAa 2y (GKS LINPINBaa 2F Ada AYLIE SYSydl

were entirely overlooked. The obligation to uphold young thrRNBE Yy Q& NA IK

neglected. They were regarded as objects, rather thansrigbiders and social
participants (Vaghri et al., 2012019). The Convention requires that young children are
respected as persons in their own right. They are to be recabassactive members of
communities and societies, with their own concerns, interests and points of view (UNCRC,
2005). The GC7 offers reliable guidance to state parties on how to implement CRC duties
to young children but lacks practical value without aesponding operationalised
framework of indicators. Consequently, it remanssifficiently utilised (Vaghri et al.,
2011). Deeply engrained state party cultural values and traditions that are at odds with
GKS [/ 2y@SyiGaA2y Qa A YLK might bé pravgniing fs2shdcedstuldzy 3

implementation (Vaghri et al., 2012019).

The General Comment No.oi ImplementingChild Rights in Early Childhood (2005)

establishes the right of young children to express their opinions and take part in
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discussios that affect them. The GC7 emphasises that adults must have -aexfited
perspective, listen to young childremdrespect their individuality and dignity to ensure
their right to participate. This means that the valuable contributions of childraridsho

be sought from their culture and community. Adults must exercise patience,
inventiveness and modify their expectations to suit a young child's interests, degree of

understanding and preferred communication method (UNCRC, 2005).

Participation rightsfochildren are essential for them to be able to exercise their rights as
Qatari citizens. Educators must recognise their participation and agency rights,
practically, conceptually and contextually (Correia et al., 2020; Mentha, 2015, p. 623).
There isnot an explicit statement that acknowledges the child as an active participant in
the formation of Qatari early childhood education policy but its guiding documents do
place emphasis on providing children with opportunities to learn in a-cdnliled
envirorment. The expectations of societies, communities and individuals differ regarding
early childhood patrticipation rights, as outlined in the 1989 Convention on the Rights of
the Child and the General Comment No. 7 (2005) that have been examined in the
reseach. Differences exist because they reflect the values, customs and podltbies
community (Mentha, 2015)Qatari culture and education policies do not fully take into

 002dzy i OKAf RNB ys33 and 3.4 yitdstevidert i§ e ldeGulréan 2 v

SyO2dzN} 3Ay3 &2dzy3 OKAf RNBY QA LI NIGAOALN GA 2

transparent adukOKAf R NBf I A2y aKALIA® | OKAf RQa
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NBflIG0SR (G2 GKSY &aK2dzZ R 0S NXa&LpaiahsRn FNBY

indicator of good quality early childhood education (Correia et al., 2020).

¢KS fAGSNY GdzNBE NBGSIHfa GKFEd OKAfRNByQa LI
children and teachers. For example, it boosts young children'sasseifance,
communication, cooperation, negotiation skills and increases a teacher's respiet for

OKAf RNBYQa 2LIAYyA2yas AyiSNBadaz FyR ySSRa
to activating the participation of children in early childhood settings declilhe
maintenance of adult power over children as subordintte workload andhe child

adult ratio in the classroom (Correia et al., 2020). These are all factors that hinder
progress in Qatar in early childhood settings (see section 3.2), along evithettof pre

designed textbooks that restrict teachers from actively encouraging children to

participate in the selection of teaching techniques.

Researchers in the field aim to deepen understandings of childhood by accessing their
silenced voices (Spyro2011)¢ KS AY A& G2 SYLRSSNI I yR FI C
present them to the world.This study contributes to the literature by accessing the
silenced voices of young children in Qatari primary schools who study English as a foreign
language. Itistens attentively to their voices and pays attention to the extent that they

are heard in the education system.
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It is evident in the literature that teachgropinions vary on issues surrounding the voice

of children. Some teachers want to include views of children on educational issues
that are relevant to them and others doubt that they can adequately express their
viewpoint (Sargeant & GilleBwan, 2015). This belief is held because adult teachers are
considered to have a broader knowledgebabat is gained through extensive
experience, which puts them in a position of guidance for children (Simovska, 2011). The
predominant view in the literature is that teachers in democratic countries (i.e. Australia,
England, New Zealand, Italy and Swedkea) haveratified the UNCRC give selective
attention to the voice of individual children but do not value the voice of children as a

whole (Sargeant & GilleBwan, 2015).

Mitra (2004) and Mitra et al. (201Bavesad that when children are given opganities

to actively participate in school decisions, their lives and the lives of their peers are
significantly influenced and shaped. Allowing the children to make decisions about their
education helps to connect them with their learning and the Engksion. When young

OKAf RNByQa ©@2A0Sa IINB AyOfdzZRSR Ay RIAf& S
with adults, identify problems in school and propose solutions (Mitra, 2004). Mitra
(2004) commerad thatd & (0 dzZRSy & 2 dzil O2 Y S a | réfdrrh Will be MdrdNR @S |
4dz00SaaFdAg AT adGdzRSyda IOGAGSt e LI NIAOALI
schools to make appropriate changes to important educational processes. For example,

teaching strategies, studei¢acher relations and teacheegormance (Mitra, 2003).
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Adults must analyse where the power lies in their relationships with children in order to

maintain a healthy balance (Cassidy & Robinson, 2022).

The literature explains that adults have authority and power over children that is
embeddedn almost every relationship with them, which impedes their participation in
learning (Baker & Le Courtois, 2022). Power dynamics influence the capacity that children
have to improve their listening culture (Arnott & Wall, 2022). It is suggeastéie i
literature that the key to children being able to exercise their rights is trust and the ability
to express dissent. Children are able to effectively exercise rights whercdhey
comfortably voice beliefsvhether in agreement with adults or not (@& & Le Courtois,

2022).

The power and authority of adults in Qatar impacts Qatgionallaws and the extent

that children are heard in the educational system2 ¢ SNJ LISNII RS&a | ff 23
institutions and affects everyone who works in th@ra. teachers and children). This

means that neitheiteachers nor children may express themselves or participate in
YFGOGSNE | FFSOUAYT GKSYd / 2yaSldsSyidtes OKAC
not sought by their English teachers. The poweradyn that existd between the

children and myself in this study will be discussed in the Methodology chapter.
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w2aS YR {KS@tAY oO6unnns Llbdmcnv SELX LAY (K|
G2 GNBFE SO0 dzllry K2g 7T dzateizddBortimiBed@® th@sehéy G a v
KIS 0SSy LINBJA 2 diaduiderRabging 82R2éday 3L 10 KRS RNHWEQ a
English experiences (Adderley et al., 2015). Ainscow, Booth and Dysonh@g99)

explaired that listening to children's voices at schoencourages them to express
themselves and strengthertBe school practices According to the literature, some

European educational systems (i.e. Norway) provide children with independeacet

comes toeducational matters. For example, they believs & child's right to partake in
educational issues related to legislation. In these systetgation is conceived of as

two-way knowledge dissemination and children are viewed as active participants in their

education (Lansdown et al., 2014).

Qatarilegislation does not specify the status of a child's voice in its education system and
fails to advocate for children's voices or their conceptualisation inside the system. It is
said that in Qatar, the freedom to express oneself is limited and concercisiltren’s

rights only encompass juvenile justice, gender discrimination and child abuse (CRIN,
2018). In this system, the educational process is an@yedissemination of information

from adults to children. It travels from the tojown and children arviewed as passive
recipients. They have no inpah school policies, curriculum, or teaching strategies.

Liebel (2012) argues that the rights of children should not be designed by adults and
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bestowed from above (tedown) but rather, transformed from bmk, through the

actiors of children, either individually or collectively.

Oldfather (1995) suggests that providing young children with opportunities to voice their
opinions increases the awareness they haftbieir own abilitesand encourages them

to make changes for themselves as well as for others. Johnston and Nicholls (1995) note
that increasing the voice of learners in classrooms devalopsderstandingf theways

of learning and helps the teacher more effectively meet student needs. It dfs® he
children achieve specific objectives and eqiigsn with selfesteem (Correia et al.,
2019). Mazzei (2009) comments that researchers tend to investigate the student voice
attemptingto clarify and convey meaning from what is said. Mazzei (2009) a@ues
NBEaSINOKSNB (2 32 0S@2yR dzy RSNEGFYRAY3 (K
unpronounceable might reveal more about the voice of children and their views than
what they actually verbalise) (Mazzei, 2009, p. 45). Researchers can gotheywanbal

voice of children to seek more tharst thesurface meanings (Spyrou, 2011).

Thestate of Qatar is lacking a theoretical framework for children and thergsaety any
studies designed to examine their perspectives and views on issated telthem. They
are deemed to be entirely under the control of adult authorityGhhnem, 2012). The

concept ofthe OKAf RNBy Qa NAIKG (2 LI NODAOALI GS A2
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communication. It isa YSI YAy 3FdzZ St SYSyd 2éHucationalOKAf RQ
development. Children are not merely performing actors but independent actors with

their own rights (Liebel, 2012).

3.6 Summary

This chapteprovidel a review of the education system in Qatar andghsitionality of

OK A f RNB Y Qrit. IZegplor@ $hé strdcturé &f Ratari society, family, and the way
childrenwereperceived by them. The chapter exandmew children oftendid not hawe

the right to voice and participate in matters that affect them in the Qatari educational

system.

In this chapter, had developed an understandind lmow the education system in Qatar

operates. This included an exploration of the educational approach in Qatar and its shift.

The literature shoed G KI G v I G NRa SRdzOF A2y dewdadadSy |
hierarchical approach to management. Decisiwase made without consultation with

Fff GK2a$S Aygd2t gSRO CweNInoS iBvolvedJard hear® KyA f R NB

stakeholders when policiegere formed.
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The chapter explotehow childrenwere perceivedby Qatari families and whether their
social rightswere upheld in society. The literature revedlthat children were
dependent and reliant on adults. Thewre restricted by family and societal norms,
which limied their autonomy and freedom to be themiges. Traditions in Qatar
required children to obey adults without discussion and interactawese to preserve
hierarchical ties. Adults appetar not step back and allow children to take the lead.
When adults neglect children, it has a significantaichn their independence and
autonomy. Therefore, this thesis acknowledigehildren as being capable and

competent.

This chapter analysgthe legal documents of the country to understand the nation of

WK A RNRIy Daedd@ian@ Sontext. Théapter argud § K & OKAf RNBYy Qa
werewf ST 0SKAYR NBIINREf Saa 2 ¥Fthatits ftipuddiddas NI G A T
were not adequately taken into account in Qatar. Policies in Qatar conwddist
practices,challengingD K A f R NB yFdly incgrgofaiin$ thebrights into Qatari legal
documents would be an important step towards activating them in the educational
context. It would help strengthen the implementation of them by educators in primary
schools. Children need to be aware of whair rights are and make connections

between themselves and their lives to preetagency (Liebel, 2012). Children need to be

active rightsholders if they are to have influencetire educational context. They need

to understand their rights to be able put them into practice (Liebel, 2012).
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The efficacy of the UNCRC is determined not by ratification but by whether its provisions
YI1S I RAFFSNBYOS Ay OKAfRNByQa fAQSad C2
Convention on the Rights of the ildhinto Qatar's legislation does not ensute

children’'s right to participate and freely express themselves in the educational setting
(Boumans, 2015). Promulgating a level of decisiaking to children, the Convention

(U.N. General Assembly, 1989 positive step but remains challenging to implement in

cultures where openness to expression and confidence are valued less than duty
fulfilment and where aduithild interactions are traditionally hierarchi@slurphy-

Berman et al., 1996, p.1259).

It isargued that the UNCRC document affectively accesses different cultures but criticism
surrounds its interpretations and implementations by them. For example, some maintain

that the rights of children are exploited by people who have power and that thepéepe

FOG Fa ayY2NY¥f g1 0OKR23a¢ ¢AGK2dzi NBII NR
(Murphy-Berman et al., 1996; Valentin & Meinert, 2009). The UNCRC principles assert
GKFG OKAfRNBYQa NAIKGIA Ydzald 0SS dzLls$atR | a L.
value equality (Liebel, 20120y v I G NE OKAf RNByQa NARIKG G2
setting is not authorised by policymakersnationallaw. Those in positions of power

miss the opportunity to uphold equality and maintain a reciprocgeet of children in

educational society. Decistomakers need to become sensitised to the rights of children

and restore balance to the educational context. The aim is to facilitatavayo
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knowledge dissemination and help children be recognised ase aparticipants

(Lansdown et al., 2014).
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Chapter Four: Play and Playful Pedagogy: The Potential of Puppetry as a Pedagegical Play
Based Chil€Centred Teaching Tool for Early Years Children

4.1 Introduction

The purpose of this chaptertis explore how children learn during the early stages of

their development in thestate of Qatar. | define what play and plagsed pedagogy

means and how early years children should be taught to provide background to the study.

The chapter discusses pudpil NBE Q& LJ2 ( $gsédipkdagody and lts patintiale

AYLI OG 2y OKAf RNByQa Ay@2f odSYSyd IyR AyaS
literature on play as a pedagogy to teach children contextaattprding to theUN

Convention on the Rightd the Child and analyses Article (31)tleachildren’s right to

play. The chapter is comprised of three sections that each discuss the aforementioned

topics.

4.2 What Play and PlBased Pedagogy Means in Early Childhood and its Impact on
/| KAf RNBNGQa [ St

It is important to begin this chapter with an explanation on the meaning of play and play
based pedagogy because it underpins the use ofljdagd teaching approaches in
primary schools in Qatar. Plagsed pedagogy is not a new concept in edanaliut

since 2000, there has been a shift in some countries towards activating play pedagogy in

early childhood learning (Danniels & Pyle, 2018)-blagd pedagogy is an approach
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that originates from the late nineteenth century. Froebel was one of theeprs who

discovered the advantages of play for children (Lunga et al., 2022). There is no definitive
definition of play because what it is, why children engage in play and its role in human
development continues to be debated in the literature (see Cledghnson, 2010
SuttonSmith,1997). There are a variety of activities that can be considered play. Finding
similarities amongst them is not common because each activity is distinct in itself, in a
particular way and has a different influence on childrd’lay means more than just
Sy3alr3aiay3a Ay +ty OGAGAGE 06SOFdzasS a2YS I aLISC
interests. For example, having fun, exploration, manipulation of tangible objects, solving

problems and involvement in an action (Widtedt & Pramling, 2012).

According to Zosh et al. (2018), play encompasses a wide range of human experiences
over time and place. It is rich, diverse and can take place in a variety of ways. Play is
described as an activity carried out for no otheas@n than for its own sake. It is
adaptable and uplifting (Zosh et al., 2018). A review of the literature reveals that
children's play is freely chosen, actively engaging, spontaneously acted, pleasing,
creative, intrinsically drivenand more concerned Wi means than endsKéung &
Cheung, 2019Pyle & Danniels, 2017). imnproves children'social, emotional and
personal skills (i.e. salbntrol). Children learn and nurture through play and by
experimenting with new things and exploring them differentiyle having fun (Keung &

Cheung, 201®yle et al., 2018).
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Every human is a unique case and they vary in their perception of expefibagdearn

in various ways. Some children learn by imitating the abilities and actions of others.
Others pick up kneledge through observation, reading, exercising, socialising,
conversing and using their own skills and efforts (Moyles, 20d&)ould argue that
educators (i.e. teachers) need to recognise that children learn through different kinds of
play and work wit children on this basis. If we are able to do tths, children's
personalities, learning, experience and-gaklige will grow and enable them to praeti

their agency.

The literature reveals that learning is not necessary for an activity to be peresiplay

but remains fundamental to the definition of plagsed learning (Pyle & Danniels, 2017).

LO A& FNARBIZSR GKFEG fSFNYyAy3a yR LX I & | NB
take every opportunity to play either in the classroom or outsfde This helps them to
develop personal skills. For example-sagilation, problem solving, literacy, numeracy,

motor and gross skills (Hofs®uthcott, 2013; Wallerstedt & Pramling, 2012).

Play is considered a necessity to be activated in Emggistrooms in Qatari primary
schools. There are different conceptualisations on the notion of play but this study is not
attempting to define the concept &layQ Two types of play have received significant

attention in research that has looked into thdvantages of plalgased learning¥Pree
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playQis directed by the children themselves (Fleer, 2011) \goitled plagincludes
teacher guidance or engagement (Fisher et al., 2013). In this study, play means using
playful childcentred activities that arguided by the English teachers. The aim is to
engage young children in the Englgieaking lessons and to lessen the controlled
teaching environment (see section 3.2). Playful -cefdred activities are used to
provide children witlthe space to exprestheir opinions and perspectives on the subject
being studied. This study uses puppetry as a playful pedagogy with children to stimulate

and engage them in the oral English language lessons.

Eberle (2014) describes plagised pedagogys a complete motation that may be the

most important factor in promoting the growth and wellbeing of young children in their
earlylife. Lunga et al. (2022) regardlay-based pedagogy as an essential support for
children throughout their eaylyears education. Incorpaiag playbased pedagogy into

early years education enhances holistic skills development. For example, children
develop moral thinking, recognise the emotions of others when communicating with

them and develop intellectual skills, such as analyticalitigrdnd problem solving.

Playbased pedagogy helps children to acquire linguistic abilities. For example, vocabulary
is expanded through play, sentence structures are developed, following directions is

enhanced and messages are effectively deliveregpaas of the OKA f RNBy Qa 2@
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development (Lunga et al.,, 2022). Zosh et al. (2018) srthat play pedagogy
contributes to academic achievement because children are active throughout the course
of play. We could argue that ptagsed pedagogy enhancse OKA f RNB Y Q&

emotional, socialand cognitive skills and is necessary for acquiring linguistic and

LIK &

FOFRSYAO &A1Affad CKAA & ithe®XAr$RINBYVOES SHOEILIL

with learning as a plalgased pedagogy.

In Qatar, playig should be an essential activity rather than a luxury for young children
based onthe UNCRC Article 31 (see section 4.3 for further detMizyles (2015)
considers play as a means for children to display their knowledge, abilities, and
conceptual compreension. Play can help children learn more effectively and connect
well with the learning process. Children can make errors and take risks without feeling
fear in this safe and fulfilling atmosphere. It helps children deal with situations where
they do nd know things for a very long time. Through play, childeen rehearse,
practise, and learn new things. This kind of play is important for childrémeiQatari

education system.

Play is a riskee approach to leaing new information or reviemg prior knowledge. It
boosts confidence and selforth (Moyles, 2015). Research shows that play impacts

LI2aAGAGSE e 2y OKAfRNBYyQa Y2GiAQldAz2y | yR
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2018).AlleeHerndon et al. (2022) nog¢hat play helps children leamvhile also making

them happy. They explain that teachers are responsible for creating engaging content
and playful pedagogy in the classroom. AHegndon et al. (2022) argsthat engaging
content and playful pedagogy can be used by teachers to cpdaydul learning
environments for children that are interactive and tailored to their interests. We could
argue that playful learning environments &tee scaffolding that supports learning

discovery. They connettte OK A f RNB Yy Qa LINR 2 Bydayseting. SRIS G 2

Young children are social interactors and construct knowledge tfreiminteractiors

with the peers and adults in their surroundings (Vygotsky, 1967). Scaffolding is a critical
factorin their language and knowledge acquisition. It sélem to receive knowledge,
information and encourages them to develop their own understanding (Uysal & Yavuz,
2015). Children are physically energetic and fascinated by tangible phenomenon. They
learn and receive objects through their sensesédyes,ears and hands). The physical
world is dominant in their world all the time (Hashemi & Azizinezhad, 2011). Active and
interesting learning activities are needed in classrooms where children spend entire days.
They need to be able to connect physidallheir environment and activate their senses.
They should regularly talk with the teacher dhelir classmatesand not be seated in

rows and rarely talk (Uysal & Yavuz, 2015; Wells, 1989). Learning in Qatatoneed
encourage a vibrant classroom egvif YSyYy i GKF G FFOGA@GFiSa | yR

sense of discovery through facilitating playful activities.
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4.3 Playful Pedagogy is Essemiatl Optional to Learn English as a Foreign Language

The advent of English as a gldlbalguage and the existence of multiculturalism within
societies is a fact that teachers have to realise on a daily basis in various foreign contexts.
Multilingualism is a growing phenomenon in classrooms all over the world. Educators
need to be aware of mnge of new pedagogical considerations in their efforts to ensure
that learners have the required skills to enjoy their learning and to express their
viewpoints Kerri, 2016)Educators must confront the difficulties thaincarise when

students learn Eglish as a second language.

English is being taught in an increasingly multicultural world. Classrooms are placing
pressure on educational leaders, policymakers, curricula designers and teachers to meet
the needs of students who find themselves in a redy new atmosphere in their
classroomXerri, 2016)Moyles (2015) indicates that there is a belief spread out amongst
society (i.e. educational leaders, policymakers, curriculum designers, teachers
andparents) that formal education benefits childrdearning and that formal education
benefits children more when it happens younger. Nonetheless, Grey (2014) argues that
most of the knowledge and understanding we use in our daily lives does not come from
formulae (i.e., formal) or memorised responsesrear school. Instead, it comes from

the necessity of life experience, awareness, knowledge creative talent. These

experiences are entrenched in play for children. Playful learning methods have come
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under danger in schools becausetlté emphasis onigid rules, which leads taore
instructional teaching methods and teaching for exams with playful
learningviewedasineffective (Whitebread, 2018). This mirrors the method of education
used in Qatar, which the rote memorization of a set of formulaghere play seems to

vanish in the classroom.

Policymakers and teachers alike should keep in mind that children have a universal right
to play to develop their unique needs, language, abilittewl interests. The UN

Convention on the Rights of the Childjd 31 (1) explains:

1. a{dFrGdSa tI NIASaE NBO23IyAasS GKS NRIKG 2
in play and recreational activities appropriate to the age of the child and to
participate freely in cultural life and the aéts 6! b DSy SN}t | &

resolution, 44/25 1989)

Based on this righthe format and type of play are not specified in the CRC but play can

take many forms in a variety of contexts for a diverse range of abilitie® &ndl f RNB y Q &
interest and engagemer{Davey & Lundy, 2011; Fesaeh Pyle, 2016).HE S| OK S NBA Q
roeAd ONHzOALFf Ay adzllld2 NI Ay 3 iOtkek fplBRyYNBysQa S

NEAYF2NOSa +xe320a1AlyQa dzyRSNEROGFYRAY3I (KI |
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being scaffoldersf their learning (Vygotsky, &9; Keung & Cheung, 2019; Whitebread
et al., 2015). Sylva et al. (2004) agtheat providing teachemitiated activities with
expanding childhitiated play is perhaps the ideal teaching stratégi. A SK Q& O HAMYy U

reveals that children can providelwable information on their learning of English.

Given that literacy acquisition occurred outside of direct wigobeip and smaljroup

instruction, itwas more pronounced in the pldyased classroom (Alldéerndon et al.,
2022;Cremin et al., 2015Cemin et al. (2015) statkthat teachers must adopt creative

and innovative tools in their English teaching to shape the curriculum in respdhse to

OKAf RNBYyQa ySSRadi/KNEIYANWS (KR RIat & K& Hing®F (NG |j &S

t

>

FSé¢ OBVBINYEH yH2 Y2GA S 0SS Sy3l3sS FyR aidhi

u»
w»

YySSR G2 YI1S8 tSINyAy3 SEOAGAYI IyR T20dz

beinggiven information alone and with others. This can happen through engagement

with playfulactivities (Cremin et al., 2015).

When children perceive experience as meaningful, it helps to create personal meaning,
which helpghe associate#tnowledge, skills and understanding remaitair long-term
memory. Isolated experiences treae meamglesdo not stay inthe longterm
memory. Learning must apply the OK A { R NB ydayisituaiinds ivoyles, 2015).

This raises concermsgarding theaccountabilitythat teachers have iarigid educational
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system (i.e. Qatar), and whether the respitiility is the same for teachers in a system
with more latitude. To what extentan teachers exercise their autonomy and
responsibility to foster a playful environment for childterscaffold their learnir@it is
important to note that the teaching stegiesused in Qatar's primary schools are
inferred from the learning outcomes of the learners rather than being actively examined

(Mostafawi & Shaaban, 2019).

In Qatar, there is a gap the literature on teaching methods. For example, how English
teachers teach English and halildren would like to learn English as a second language.

Little research has been conducted on the rigid educational system which suggests that
there has been a prevalent implicit belief that if teachers receive more linganstic
pedagogical trainingthe learners will learn English effectively. This may imply that

the teaching methods usedre not those that are playful, and thahe OKA f RNB Yy Q&
perception of their learning experiences was not sought out. Teachers also needgtra

in effective pedagogies that cater toe OKA f RNBy Qa | 3S&helifygR Ay (0 S
Alkhateel 2015; ElliiCherif & Romanowsk2013; ElliiCherif etal., 2012; MacLeod &
AbouEIKheir 2017; Nasser 2017; Nasser & RomangwXkil, Romanowslet al.,

2013).
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Althani and Romanowski (2013) conducted a comparison study between schools in
England and Qatar to deepdine understanding bQatari educational practices and
policies. They discovered that schools adapted some Western teaching methods bu
were fundamentally "clinging to the status quo” (p. 8), perhaps because of a lack of
necessary training on how to use the methods (Althani & Romanowski, 2013). With this
in mind, teaching strategiestine Qatari educational setting appear to be chalkadge

and need to recognise Article 31 (1) of the UNCRC and implement teaching methods that

are appropriate tathe OKA f RNB By Qa | 3S FyR AyiSNBadao

Poliges require revision to ensure that adequate teacher training is provided. Perhaps
the responsibility thisAlleeHerndon et al. (2022) imposen teachers to provide playful
learning experiences for children can only happen when new policies are in place that
ensure supportive playful pedagogy in the classroom. In the meantime, teachers continue
to use teachecentred activities and not chicentred activities in Qatar. Their role is

GKFG 2F I GRANBOU 0SIOKSNE FYR y23G 4&FF OAf ]

4.4 The Potential of Puppetry as Hiased, Chil€entred, Playful Pedagogy for Young
Children

The Qatari educational reform of 2001 hasulted insome improvemenivhen it comes

to student learning and teacher performance. However, there are not enough
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opportunities for learners in Qatar to learn English in a natural environfitem#éfective

useof English in the classroom continues to be a challenge. Inside and outside of the
classroom, learners are having trouble with the written and conversational components
of the English language. According to recent data, Qatar's educational reform has not
improved the country's academic standing compared to other nations in terms of literacy
(Cheema, 2014). The literature reveals tthet English language proficiency among
students in Qatari schools falls short of the required standards (Nasser, 2058gr Na
(2017) explains that it is a result of a lack of alignment betweertetching methods

and the particular needs of learners. According to Cheema (2014), the effectiveness of
any educational reforms depends on the precise identification and comwiehesf the

root causes of unsatisfactory academic performance.

Over a teryear period, | worked as an early childhood educator in Qatari schools, where
| experiencedhe changes brought about by the reform firgtnd. To adapt to the
teaching methodsind techniques of the English curriculum requirements, the existing
teaching strategies and techniques were changed. This required teachers to
accommodate the requirements and skill levels of their students and to promote the use
of English both within ahoutside the classroom. The use of prepared textbooks in the
classroom for young children was one of the norms sahéwiinistry of Education
(MOE). The MOas created a teacher's guide to assist teacimeoming up with

effective teaching method$at spark student interest and increase participation in the
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classroom. Time constraints on completing textbooks meanttiigastudents did not

have time during the school day to converse in English as a second language with their
teachers and peers ingdthe classroom(Attar, 2022). Regular rel#e classroom
activities to pique their interest and promote learningravalso lacking. Consequently,
teachers resorted to using the teaching methods that were in use before the
transformation phase (Educatiéor a New Era) (Althani & Romanowski, 2013). For that
reason | conducted this study to examine the level of interest children have in classroom

activities.

Data and information on learning is essential to teachers involved in designing and
implementing educational materials. For example, some teaching strategies are
appropriate for some students but not others. Therefore, teachers can vary the teaching
strategies they use to maximise their effectiveness in the classroom. Puppetry is a
strategy that crates a fun and lively atmosphere in the classroom that can encourage
children to express their thoughts and opinidasefidiville & Toye, 2013 this section,

| examine how puppetry gets children interested in learning experiences and its potential

in the educational field.

As educators, we need to recognise that we no longer require individuals to execute

regular computations, follow instructions in a robotic manner or continually seek pre
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existing information (Grey, 2014). But we do need people whguavide new ideas,
seek new solutions to old problems, and anticipate problems before they happen, which
demands the capacity for creative thought. A playfud is a creative mind (Grey, 2014).
When we consider that children who are having fun leanpimgue it for its own sake, it
suggests that if we want to support them both now and in adulthood, we should adopt
much more playful and creative teaching methods with young children (Moyles, 2015)

and puppetry would be one of these playful pedagogies.

Puppetry is an ancient visual performing art and has spread from theatres to the
classrooms of many countries around the world (Egypt, India, GrardeChina)
(Stutheit, 1981) but not to classrooms in Qatar. In essence, puppetry is an art that has
had eas of success (Reidmiller, 2010). The history of puppetry indicates that
incorporating it into the classrooms in Qatar can add a new dimension to teaching
practices and heighten student learning. It is an effective teaching tool when puppetry
pedagogiest@ based on learning concepts that &iegl to the learne® learning stages
(McGuinn, 2014). The dramatic potential of puppetry and play advantayedeen
evaluated in relation to its ability to generate fun, interasid learning for the children
inlearning to speak English in Qatar. Research shows thatehtled activities should
O2yOSYuUNYGS 2y GKS Y20AQFdAy3 FILOG2NAR 2F |
with life and supporthe idea that everything that stimulates, expedites, enproves a

OKAfRQa fSIENYyAYy3 ljdzad t AGe aK2dAZ R 06S dzaASR 0
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At the beginning of the twentieth century, puppetry experienced a shift in direction as a

result of new views towards education (Tierney, 1995). Since then, puppetry as a
performing arthas been introduced into the educational stream and becongeof its
ONRGAOFE O2YLRYySyia O6wWwSARYAT{E{SNE HAMAULOL®
important principles of secoAdnguage teaching is to provide a natural learning
environment. She argues that a classroom is not the ideal place to leameignf
fFy3dzZd 3Sd 5SYANDA2Efdz 6nHnmno SELX FAya GKI
stimulation and an interest in using the language. She asserts that pupetneaive

valuable addition to classroom instructidPrendiville and Toye (2013) expldhat

teachers need to implement teaching strategies that empower learners to talk and have
anopen dialogue with each other. They believe that puppetry-filalg) is an effective

teaching tool that engages young learners and enables them to conversmgage in

dialogue together. Using puppetry as a teaching strategy provides teacheranwith
insightintothe OKA f RQa f S@St 2 7F ,and 8paakisgRIAIS (Prendiyillk S NB { |

& Toye, 2013).

t dzLILJISGNBE A& S&aaSy i kildien bfing tdkcBdolNkténdidg@nd@a ¢ 2 N
playing skills. Teachers need to be aware of how children make sense of the world around
them at that age and adapt their teaching strategies accordingly. Puppetry provides an
innovative way of dealing with el OG Y I G GSNJ G KIFd OFy RS@Sft 2

which can encourage them to learn (Prendiville & Toye, 2018llace et al. (2004)
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conducted a study into the relationship between student interest and the use of puppetry
in the classroonamongfirst-graders in Brooklyn, New York. They found that puppetry

increasedhe studenQ @ttention, involvementand interest irthe classroom activities.

Puppets can easily be incorporated into education contexts. Their possibilities for use in
classrooms are endle because they are able to draw and stimutate learne@
interest. Puppetry creates an inner language through a mixture of meaning and body
movements. It camelp todifferentiate between facial expressions and body language
and is able to interpret naings (Hatamiya, 2011). Based on this, this thesisveelie

that puppetry is a powerful art that has been used in classrooms to teach various subjects

to many people (Hatamiya, 2011).

This study usifinger puppets with young children in Qatari claser@nd at home to

examine whether they can engage children in Engpglaking lessons. It evaludte

whether they can help children be at ease when expressing their thoughtseion

preferred method of learning English. | dslee finger puppet in the draatic sense as

'S a@SKAOfS (2 3AFLAY dzy RSNBUOFYRAY3I& YR Ay
253). Finger puppetry can promote the production of children's voices in a negotiated
procedural context. It provides a platform for them to share tltsas without being

changed or disrupted by adults (further details in the Methodology chapter).
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Puppetry can develop a flow of communication that helps children reveal their views and
ideas in their educational context bititwill not always result in thengagement of all

children. For example, barriers might be becausé &S O KikdiviRudBeArfirg

styles, personalities or the social structure they belong to. Kullman (2012) comments that
AYY208FGAGS |yR @GAadz t G222 &F 2N TWRINE § S Bdzi
these issues, teachers need to discuss the teaching methods they use in Qatari
classrooms with the learners and talk about the advantages and disadvantages.
Facilitating learning in this way ensures that®& A f R NXiypiedentejzuid hiS

prompts teachers to think critically about the methods they employ (Kullman, 2012).

4.5 Summary

This chapter hahighlighted the importance of using plagised chilecentred teaching
pedagogies to teacyoung children in English less in Qatar that are appropriate for
GKSANI F3S 3ANRdAzZLIP t dzZLILISGUNE KFa&a | LINPF2dzyR |

in learning.

Implementing finger puppetry as a plbgsed chilecentred teaching technique in this
study to explore and developé experience that children have in English lessass
conguent with the research aims. It is proven in the literature that puppetry has great

LGSy ALt G2 SyKlEyOS i intoRedns 0 dearding .8,y G A 2 y
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English as a secondnfpuage). Using pléyased pedagogyo teach young children
enhancestheir engagementwith the learning process and creates opportunities for
YoiceXo be heard. It is a technique that presents the children with a chance to express
themselves on their edational experiences. Obtaining their point of view increases the
accuracy of gauging the helpfulness of finger puppetry as a strategy to benefit

involvement and interest in English classes.

In this chapter, had highlighted that children learn and gdinowledge through the
modes of play and practical experience. Play is priovthe literature to be necessary

for children and not optional because it inspires valuable learning opportunities. Children
spend a considerable amount of time in school lagn a universal right to play and to
participate in other interesbased activities. Gatekeepers must therefore support play

for children in educational settings in order for it to happen in schools.

It is vital to employ a playfapproach to teaching Eligh lessons in Qatar. Finger puppet
usage in oral English lessons and with children reflects the study's recognitien of
children's inherent right to play and partake in leisure activities. In Qatar, finger puppetry
had been utilised to examine whethiicaptivates and interests young children in English
language learning.utas also utilised as a tool to collect the viewpoints of young children.
Finger puppetry is widely used and has been shown to be an effective pedagogical tool

but noresearch eiti & 2y AG& LRGSYdGAlLItAGeE GAGK @2 dz
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system. This thesis contributedo the growing body of research on puppetry by
examining its features, benefits, limitations for entertaimmiggther it isenthralling and

how it maysupyort children's voices in an inflexible educational system.
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Chapter Five: Methodology, Methgdsd Data Collection

5.1 Introduction

This chapter explains the research design and study aims and objectives. | utilised a
participatory approeh to understandhe OK A f RNBy Qa LISNOSLIiA2ya 27
English speaking as a second language and the use of finger puppetry. My qualitative six
stage methodologyis presented to elicitthe OKAf RNy Qa @2A0Sa I yF
perspectives. Theixstagemethodwasutilised to gathethe data to provide answers to

the three research questions. | highlight the ethical considerations associateithavith

OKAf RNByQa 02y a SisingthefretNddsimpléngentdits listérdim their &

viewpoiri @ AY v IFEGFN) 60SOldzaS GKS@ FFNBX AYLERNIIY

voices and perspectives.

This chapter provides insight into my positionality as a previous early years teacher and
a Professional Development Speciali$his is aprivileged reseaher position
emphasising some of the concepts covered in Chaptay 2érsonal positionality). It is
crucial and pertinent to consider my positionality because it has an impact on the
research design, data collection, analyansl interpretation. | irdrpreted the children's
viewpoints based on what they have said through my professional early years academic

lens (primary and early years teacher, education, experieaoesbackground). The
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analytical approach is discussed in the next chapter to cotimedtameworks utilised

inthel yI t 8aAa IyR (GKS addReQsa FAYRAYIAOD

5.2 Qualitative Participatory Approach

This qualitative research aims to answer the following research questions:

1) How are the rights of children conceptualised by the primary Englishaesthat
are part of this study in Qatar?

2) In what way are and can teaching strategies in Qatar be informed by the voice of
children and teachefs
a. How would early years children in Qatar like to learn speaking English as a

foreign language?

3) How does theimplementation of puppets into the classroom influertbe
OK A f tedsyaQdiattention in the Engliskpeaking less@and at home in
Qatar?
a. How do the children perceive the use of puppetsya pedagogical tool

Engliskspeaking lessons and at hetn

The research questions determine the choice of qualitative study as the main aim of this
thesis was to explore and obtain an interpretative account (Creswell, 2014) of the early

@S NE OKATf RNIBtyelexpetidddediol EainghE apfsiaas2ond language
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and to understand what stimulatéhem to learn it.A lack of research on early childhood
experiences with Englistpeaking inthe early years Qatari setting prompted the use of

an exploratory, interpretativeand participatory approactA qualitative participatory

approach facilitates an interpretative accountld S NI @ &SI NA OKAf RNBY
of their experiences of learning English as a second langu@gebled me texamine

the viewpoints of children within primary schomlQatar(Creswell, 2009).

5.3 Employing a Participatory Approach

| employed a participatory approach to achieve the qualitative aims of the study.
participatory approach is aesearch strategy within qualitative researchhe
participatory approach & RSFAYSR Fasx aO2ftftlFo2NF 0ADS N
G LINE RdzOS (y2¢f SRIS ihgresCarcheislari paxicipant2(Beegold S G & S
& Thomas, 2012, p. 195)investigating the & 2 dzy 3 OKAf RNByQa L.
entailsunderstanding that theirviewpoints are primary sourcesegarding their

experiences and perspectives. They are treated as bapaple of making their thoughts

known and aghg on them (Bagnoli & Clark, 2010jorrow & Richards, 1996). The
participatory approach enabled me to pest their unique educational experiences and

meant that | could facilitate their agency and voBergold & Thomas, 201Bplland et

al., 2010). This was important because their perspectives and voices are marginalised in

the Qatari education system asdciety (see secti@8.2 and 3.3)
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A participatory methodological approach enabled early years children in Qatar to actively
participate in the studyQlark & Statham, 2008nhd afforded thenthe space to express

their views on learning to speak Enghbsha second language in classrooms (Bergold &
Thomas, 2012). It also facilitated the evaluation of the use of finger puppetry as a
teaching aid. Ashts research was concerned with understanding how children
experience learning English speaking from tieigy LISNELISOGA@Sa 6A
perspectives), it was important to know their perspectifiet in orderto provide,

develop and create teaching strategies that interest and involve ithkzarnng English.

The intention of this research was not omdy understand how children experience
learning speaking but also to go further to accomplish verstehen, which means
understanding children from their own perspectigeslin their own situation (as second
language learnerglisteningto their ideas on larning speaking (Hennink et al., 2011). It

was necessary to construct meaning arothephenomenon through both etic and emic
interactiors (Hennink et al., 2011)The etic interaction in this research refers to the
NEaSIHNOKSNRjan@Helb 54 ~ 6 4 620 &zZ8 REBNAE OASHO | 62 dzi
LIdzLILISG NE OFy AYONBIFasS I OKAf Rspaaking igssdB.NB &
The emic perspective refers to gathering the viewkethildren on how to learn English
speaking and what #y think about finger puppetry as a mode of learningis Sthdy

sought to obtain information frontthe insidefQto generate understandingfahe

subjective meaning that children havietloeir experiences inside the classroom.
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Adopting a participatorymproach withthe children meant that | needed to addresmsy
powerimbalance to develop supportive and fair relationships with the children (see
section 6.6 for further details). This does not mean equal power in all contexts but a shift
from a frameworkwith activities that control childreto a more flexible setting in which

they feel comfortable and empowered to have a say (Kirby et al., 2003). A participatory
approach provided them with an element of power and authority in the research process
(Corsarg 2005). Waller and Bitou (2011) explain that play is important to children and
any fun activities set by the researcher will fully engage th&his enables the
researcher to concentrate on the observation and collection of dagaing this process

the children can invite the researcher to join in the activities if they wish to do so.

This study provided an opportunity to observe the &ofdssue that arise when working

with children. For example, it must be acknowledged that there are significgsital

differences between children and adults. Chesworth (2018) explains that children will

often surprise the researcher with their responseshe activities set. For example,

some children might want to deviate from the activities and othegwant to strictly

follow the procedures. Some children might want the researcher to join them in the
activity, and others might prefer to completthe activities alone but do not have the

power to prevent researcher involvement. Some children will bedamifdiscussing the
NBaSINOK LINRPOS&aa yR 20KSNER 62yQl 06S 621 ff

tolerant participatory approach at all times. This involved understanding the complexities
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of the interactions that occurred between the adult rasdher and child participants in

this study. Participatory data collection methods included visoedtjiated group
discussions with the children on their drawings and teacher interviews. My aim was to
developan in-RS LJG K dzy RSN&A U | y R A foHght® ahd perspectiveskid R N5 y

generate deep qualitative data to answer the research questions.

5.4 Participants

Fourteen children participated in this study (Besgram 5.1). They were allgrade two,

aged seveseight years old at #ntime of the data collection and belonged to two
different primary schoo]®ne for boys and one for girls, in Qatar. Two early years English
teachers, one from each school, participated in this studyTgade 5.2) with permission
from their schools to take parf®imary schools in Qatar are segregated by gender into
boys and girls.he teachers in both types of school are female. The children recruited for
this researchwere male and female (se&able 5.1). Seven children were invited to
participate from each school tkeep the focus during the group discussion and to

minimise distractions when obtaining their views (Cohen et al., 2011; Creswell, 2009).

The recruited teachergiere female English teachers who wedkat the two primary
schools (further detailare provided in section 5.6.3). In qualitative research, it is usual

to conduct research in the natural environmentstlod participants (Creswell, 2014;
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Creswell, 2009)Data collection occurred when the children were at school from
September 2020 to May 2021. Mym wasto construct a collective meaningful reality
through interactios with them. This involvetuilding meaningful relations with the
children to obtain their experiences of the phenomenon being studied (Denzin & Lincoln,

2013; Holloway & Brown, 2012.15).

16 Participants (14 Childrand2 English Teachers)

l |

Boy@ {OKQQf 0T Y| i Girla {OK22f 0T AP
(7-8) years old and a female English (7-8) years old and a female English
teacher). Data: September 2020 teacher). Data: September 202y
May 2021. 2021.

L|L|L

||‘ o * T

Diagram (5.1): Mapping tife participants

B Kai Mecuri Ninja XR MS Benten King Qatar

oys
Partici v (8 years old) (8 yearsold) | (8 yearsold) | (7vyearsold) | (7yearsold) | (8yearsold) | (7 yearsold)
pant
. Pseudonyms
Children | 1 I T 1 1

Girl Daisy Roro Nora Nastiya Amaya Sara Amal

s (7 years old) (7 yearsold) | (8 yearsold) | (7yearsold) | (7 yearsold) | (7 yearsold) | (8 years old)

Table (5.1): Participant children.
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Teacher’s Age

Teacher’s Education

Years of Experiences

Participant
Early Years
English
teachers

Boys

Girls

Pseudonyms

Doing Masters in
Education in the

Thirteen years (five
years at preparatory

Sally 37 United State of schools and eight years
America. at primary schools).

Maya 30s BI.A/Eng\ish Eight years at primary
Literature. schools.

Table (5.2): Participant teachers.

5.5 Methods of Data Collection

This study used a variety of innovative qualitative methods to triangndtstrengthen

the rigor and trustworthiness dhe data collected. The collection methods obtained

authentic information fronthe participant? reallife experiences to understand hake

children experience learning English as a second languageritivibgienvironment. |

Ay@Sadaal dSR

0 KS fGhi dst & Kdgey guppetity)SshitiendBiayitobld S &

in the classroom and at home. | explored their preferred method of learning English in

school. To critically answer the research questiongliead several research techniques:

1 In-depth qualitative interviews with early years English teachers. The interviews

were conducted:
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1) Before the finger puppet interventida exploreli S I O tidhighBsaout
OKAf RNBY Qa N h&tdchnges tiei Be tOtbdcriEadish,2 Y
and their perspectives on how children wolilke: to learn English
2) After completing the interventioto obtain feedback on thenfluence
FAYISNI LIzZLILISGNE KIR 2y OKAf RNBYyQa Ay
speaking lesso
T ¢KNBES OKAfRNBYQa 3INRdzZL) RA&AOdzaaAz2ya G221
1) The drawing they created understandheir beliefs and perspectives on
how they would like to learn Englispeaking
2) The videos they recorded about themselves using finger puppétry
home with their preferred persorit aimed to investigate the influence
finger puppetry had on children inside the classroom and at home.
3) The utilisation of finger puppetry as a teaching tool ingideclassroom
to obtain theO K A £ R NB y Q & theSigherfpujzpetiak & pedadogical
tool.
1 Qualitative classroom observations of finger puppetry to assess its potential as a
G§SIFOKAYy3 GSOKYyAldzS FyR G2 SadlofAiak

recognised in the classroom (d8iagram 5.2).
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Phase 1

[ Review of the Literature: PiBased Pedagogy ]

[ Collect Data: Before the Finger Puppet Intervention. ]
[ Teach&l Depthyhterviews | KA RNSYQ& | KAf RNByYy Q& DN.E]

Implement the (Intervention): Conduct a mini workshop with teachers on how to use
puppets with children in classrooms and its possible use in the home.

Phase 4

l..

- Teaches implement the use of finger puppetry in classrooms.
- Children video themselves at home with a family member.

- ! |

Classroom Observatioriszom the beginning of the /| KAf RNByYy Qa D NRinglitie HtaréeQidragidA 2
intervention after recordina theivideos. Usina finaer puppets.

Phase 5

[ Collect Data: After Completing the (InterventiqQijvaluation/Seek Feedback. ]

L 2

/ KAt RNByQa DN&nddd [ ¢ St OK-Hepm Mterkighs ]

5
finger puppets.

[ A meeting with teachers and parentsdiscuss the findings of the study. A friendly puppet book to discuss ﬁ]

findinas with children.

Diagram (5.2): Research method and techniques diagram.
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The use of triangulation in this study can increase the rigor of what is discovered about
the experiences of early years children in learning English and their views on the
effectiveness of finger puppgtin a Qatar educational context (Borg & Gall, 1989; Gray
et al., 2009; HessBiber & Leavy, 2011). These methods are listddhie (5.3), along

with their relevance to the research questions and data generation.
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Phases

Phase 2

Methods Used

Research questions Answered

First and second questions:

Generate Data
or Not

¢ é | é K -ﬁdﬂm Q 1) How are the rights of children conceptualised by the primary English Empirica| Data
Collect data before the interviews teachers thagire part of this study in Qatar? Collection
Finger Puppet 2) In what way are and can teaching strategies in Qatar be informed by tl
| - voice of children and teachers?
ntervention

L Subsecond question: Pedagogical
/ KAt RNBY Q 2/a) How would early years children in Qaite to learn speaking English a; Intervention
a foreign language? Proces

/| KAt RNByYy Q

First and the suecond research questions:
1) How are the rights of children conceptualised by the primary English
teachers that are paof this study in Qatar?

Empirical Data

discussion 2/a) How would early years children in Qatar like to learn speaking Englis Collection
a foreign language?
Mini-workshop with
earlyyears English .
Phase 3 teachers on how to Pedagogical
. process/
use puppets with G ted
Apply the Intervention: children in eneraﬁe d
ini . erceptions an
vcvﬁﬁ?ﬁgeaar:r'lgrfor“hw classrooms and its percep
R . overviews
possible use in the
home.
Phase 4 First and third questions:
1) How are the rights of children conceptualised by the primary English
Teachers implement finger teachers that are part of this study in Qatar? -
puppetry in classrooms. Classroo_m 3) How does the implementation of puppets into thesstoom influence Empm(_:al Data
observations OK A f iedsyantattention in the Englisspeaking lesson and athome ~ Collection
Children video themsets in Qatar?At home is not answered by this method.
at home with a family
member.
S Second and third questions:
/I KAt RNB )/ Q 2) In what way are and can teaching strategies in Qatar be informed by t|
discussion (During | voice of children and teachers? ..
the intervention and a. How would early years children in Qatar like to learn Empirical Data
. . speaking English as a foreign language? Collection
after recordmg their 3) How does thémplementation of puppets into the classroom influence
videos) OK A f idBsyafdattention in the Engliskpeaking lesson and at home
in Qatar?At home is answered by this method.
Subthird question
Phase 5 3/b) How do the children perceive the use of puppesy
B NE a pedagogical toah English speaking lessons and at i
Collect data after the / . KA f_ RNB }/ Q h P 909 9 P 9 Empm(_:al Data
Finger Puppet letvention = discussion ome. Collection
finished to obtain feedback
from the participants
First and the third research questions:
1) How are the rights of children conceptualised by the primary English
~ o - teachers that are part of this study in Qatar? .
TS I O K Sdef#thQ Empirical Data
interviews Collection

3) How does the implementation of puppets into the
classroom influg O S O Kihtérethddl ytt@rition in
the Engliskspeaking lesson and at home in Qatar?

Table (5.3): Research methods with the relevant research questions and data generation.

1) Phase Two
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| interviewed the early year Eng)liceachers and asked the participant children to draw
themselves in the Engligpeaking lesson and then used their drawingtliergroup
discussion. This dataagcollected before the finger puppet intervention and occurred
duringthe COVIB19lockdown.In the beginning of 2020, COVID hit Wuhan, a city in
China. The virus tralled across the world and affected people in all countries, including
vIEGFENP ¢KS LI YyRSYAO OKFYy3ISR LIS2LX SQa  A@GS
Swennen, 2020). It wasame challenging for educators and learners to carry out the
learning process in an uncertain environment. Schools across the world including Qatar
experienced partial and total lockdown-(aber & AlGhamdi,2020). This led schools to
close and move to dine or hybrid learning. The need to rapidly adapt to online learning
overwhelmed the teachers. Incorporating the research activities for this study into the
school schedule was challenging. For example, the participant teachers were burdened
with additonal duties because of COMI® and in some instancdsad to synchronise

their teaching because of restrictions. They had to present lessons to one group of
children at school and the other at home but still managed to organise time for me to

work with the children outside of their lesson time.

The COVH29 pandemic impactedn the conceptualisation ananplementation of the

data collection stage. It had a detrimental effect on the time available to implement the
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finger puppetry intervention. It reded the frequency of finger puppetry usage in the
English classroom from two months to only two times. It limited the interactions | had
with young children in the classroom. | was forced to stop communicating with the
schools during lockdown, which cadsgounda sixmonth delay in data collectiofihe
pandemic also necessitated some changes to my research plan. For exdragls,
combinethe second and third group discussdongether because COVII®O limited
availalility of thechildren. This meanthe discus®n on their recorded videogsecond
group discussiorglso included theievaluationof the puppet intervention(third group
discussioh Despite this, | did not need to alter any ethicadljated issues during the
data collection phase begse everything proceeded according to plan when the schools

reopened.

In hindsight, Icould have implemened finger puppetry asin onlineactivity for the
children to practise EngligpeakingThis would have replaced the two months activities
and the doservations that | had planne@nline learningvould haveprovided the
childrenwith a platform to givepinionsonfinger puppets implementation. This can lead
to amore inclusive and studeitentred learning environment where all voices are heard.
Nonehelessthe strict education system in Qatar (see section 3ighthave hampered
their ability to express themselves and participate in meaningful waysuld think
about the strengthsind limitations of incorporating finger puppetry into an online

learning environment.
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pdpdm ¢ DephineNENQ LYy

The aim of the qualitative Hdepth semistructured individual faceo-face intervievg

with two primary English teachers who teach Endbstecond grade children was to
explore their beliefs on inadling children in the selection of teaching strategies used in
the classroom. This information was gathered to answer the first and second research
guestions. The interviews were also designed to find out WeEnglish teachers
thoughtabout the rightof children in the classroom and why thegtlghtthe way they

did. | was prompted to investigate this because of the literature on Qatari culture that
does not recognise children as rights holders within its educational system, which impacts

A~

thechildrerQa NAIKGA Ay GKS R3I2Guhd(BB)2Tfie viewsakt S Y 6 & S
teachers were explored on puppetry as an intervention used in the classroom to influence

the engagement of early years children in Englpraking lessons. Appendix A contains

I FdzZZ t GSNBERAZ2Y 2F (GKS (62 (GSIFOKSNRA Ayl SN

The interview process for this research provided me with access to informatioouldt c

not be obtained from other methods (observations) aloimedepth intervievs as a

gualitative technique ere designed for this thesis to explotiee issues further and

provide answers to the importalhyCquestions (Cohen et al., 2011; Opie, 2004, p.95,

111). It was focused on discovering whatwatheti S OKSNE Q YAYRA ® c2 N

they think, how thg feel and perceive, what their concerns agd their interests,
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attitudes and preferences (Cohen et al., 2011; Fraenkel & Wallen, 2003, p.455; Gray et

al., 2009).

Using irdepth interviews with the early year English teachers enabled me to evaluate
the impressions formed through observations (Fraenkel & Wallen, 2003; Gray et al.,
2009).Interviews aredefined as a meaning making activity between the researcher and
participant that produces knowledge dialogue. The English teachers and myself co
creaied meaning during the interview setting andaamstructed the meaninfHennink

et al., 2011, p. 109; Marshall & Rossman, 2011). The information gathered from the
teachers reflected the insider view (emic) of the study particip@uabken et al., 2011;
Hemink et al.,, 2011). During the interview, | focused on understanding what the
research topic meant to the participant teachers. 1 tried to balance my perspective on
the topic or my knowledge of the literatuse ago not impact the participant teach@r
understanding (Creswell, 2014). | maintained a reflexive approach at all times (see
Chapter 2). | wanted the teachers to provide their experiences of working in Qatari
government schools. It was important to build rapport and ask appropriate questions to
motivate them Cohen et al., 2011) (see section 5.6l2yanted the teachers to feel
trusted and comfortable when providing insigito their educational experiences. As

a strategy, probing questions were used to constiluetdeeper meaning (theirghts in

the MOE and teaching practices implemented in the classroom).
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| developed and wrote the interview questions in accordance with the knowledge
obtained from the literature on question design and English language speaking. They
were modified and iroved to enable the participants to elaborate their ideas
(Creswell, 2009). The teacher interview questions for this study focuslee kay issues
identified in the literature that matchtkthis study. For example, whethidae teachers

in Qatar wereaware of the variety of teaching strategies that exist for use in the
classroom. The questions sought to identify the extent that primary English teachers
consider the rights of children in the classroom. They were designed to explore the
0 S+ OK S Ndives onlBowdiheySvould like to teach English speakindghawdheir
children would like to learn English. The questions were concerned with the influence
that finger puppetry had othe childenQad Ay i0SNBad FyR Ay@2f gSYy
speaking lessohwanted to understanthe teachea €Xperiences from their perspective

from the answers they provided (Bergold & Thomas, 2012; Creswell, 2014).

The interviews were conducted in a language that was preferaltle tieachers. For
example, the teacher whweorked inthe boy® school chose to alternate between English
and Arabic, her motheéongue whilst the girf@ English teacher decided to uke English
language through the entirety of the interviews. The interview questions were sent to

the teachers tvo days before the actual interviswBoth teachers selected a time and
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place that was comfortable for them. The interviews lasted between thirty minutes and

an hour. For example, the b&®sy 3f Aa K (Sl OKSNRDa AyUuGSNIASH |
four minutes. The girl@9 y 3t AAK GSIF OKSNR&a AyiGSNmASg €I
minutes. Table 5.4 summarises the volume of data collected. The interviews were
incredibly insightful and teeming with ideabeTeachers wereollected and focused

during the inteviews. They spoke candidly about their challemges teaching English

speaking as a second language. They appeared relaxed anfle#tgyexchanged

their opinions with me (further details abotiie power relation withthe teachersis

detailedin section5.6.2).

pOpdH / KAt RNBY Qa3 5NIgAy3Ia

7 A

¢tKS FTAY 2F GK OKAf RNBydmnio thRQK ¥ A NNBY @& a0 X 2
perspectives on learning English as a second language in primary schools in Qatar and to
improve the classroonearning environmenfor the children. It answered the sub

second research question. There has not been a study in Qatar that approaches children
directly and invites them to draw their experiences and feelings. Therefore, this was an

area where this study could contribute the body of knowledge.

| used this technique as a participatory visual method designed to collect the insights,

views and opinions of a small groaipchildren to strengthen the research process and
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findings. Using drawisgwith the children in this sty improved the quality and
trustworthiness of the research daf2ohnson et al., 2012)invitedthe children to draw
themselves in a way that reflects how they feel when learning English speaking and how
they would like to learn. | asked them to drawaivthey believe is their role during the
English lesson. The drawings can neutralise any imbalance of power that exists between
the childrenand theresearcher. They can facilitate effective communication and reduce
any pressure and stress they might {&#nzin & Lincoln, 2011). They can make it easier
for them to more freely express their opinions and emotions. They can convey meaning

through their drawings (Deguara, 2019).

The drawing technique helped to amalgamate the research methods of the study b
capturing the opinions of the children who were more inclined to express themselves
through drawings (their experience and perceived role in the classroom). Drawing is a
child-centred activity that children enjoy. It can be completed without the presehae
researcher (Johnson et al., 2012). The children can communicate through the drawings
they produce without having to speak directly about their experiences and roles in the
classroom (Denzin & Lincoln, 2011, p. 484). The drawings are a platfdhma @atari
children to express themselvasd share their ideas and for me to elicit their insights

and perceptions (Bland, 2018).
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The use of a participatory visual method stemmed from my desire to keep the children
central within the research. It is mgllef that children are experts in their situations and
therefore able to truthfully inform the research process (Denzin & Lincoln, 2011). Using
a visual method adds a creative element for both the researcher and children (Kara,
2015). Drawings can gen&ameaning, enhance thinking and encourage discussion
(Deguara, 2019). Denzin and Lincoln (2011, p.488) argue that drawings require children
G2 RSAONAROGS>E NBTESOGO YR dzaS SyY2iA2ya Ay
(2008) project inclueld workng with disabled participant children who are considered
vulnerable. Mason argues that visual methods (drawings) ettabfgrticipants who

have limited abilitiesvhen it comes tespeaking and writing to convey their thoughts,
understandings angtmotions in a way that language does not. | believed in the
effectiveness of drawing for use in this study with children whose voices are marginalised

in the Qatari educational system and the society they belong tadXsaser 3).

The visual method wassed during the first discussion withe children and before
implementing finger puppetry to stimulatbeir responses on learning English in Qatari
classrooms (Denzin & Lincoln, 2011). The data collection period at both schools was short
and challenging drause of the COWD® lockdown and restrictions. The drawing
techniguetook a short time fothe children to complete. They completduccessfully
without training. It was undertaken naturally and easily because drawing was a familiar

task for them Deguara, 2019; Johnson et al., 2012). | invited the male group to join me
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at the end of the English lesson to sit inside the classroom to complete the drawing
activity. The girls group completed the drawing activity in the school auditorium. The
English tachers chose a setting that suited theérargasMalet et al., 2010)Anychildren
whose parents did not wish them to take part in the study but wanted to be involved
were allowed to join the drawing activity. Their drawings were not included in the
reseach data. | did this to be in ethical accordance with the research regulations of the
state of Qatar. It indicates that consent should be sought from the children in
synchronicity with thie parents or guardian (Handbook for Ethical Rules and Regulations
for Research Involving Human Subjects, Qatar). When the participant children had
completed their drawings, | explained that we would talk about them at the next group
meeting. The meetings were held according to teacher availability (further detadés in th

next section).

Reflecting on the drawing activity, both gregpmpleted the task with enthusiasm and
some had a smile printed on their faces. The drawing activity stimulated their desire to
draw other pictures of parks. | noticed that some of thestand girls were worried about
drawing their feelings. | reassured them and explained that they could draw whatever
they felt. The worries some of the children experienced perhaps stentlienanxiety

about revealing their feelings about the lessonthe teacher. Perhaps they were

expecting me to inform their teacher what they felt about her lesson.
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LG é6Fa AYLRNIOFYyG (2 NBaAaLISOU GKS OKAf RNBYyQa
concerned them (Holloway & Brown, 2012). | reassured thdrehiby explaining that |
was committed to maintaining their anonymity as stipulated in the information sheet that

S Ittt RAaOdzaasSR

[N

2 3 S (joKtBeNchildren twasPhetasRakyyid | &
which they can be assured that their feelings wbe'tused against them and that they

would not face any consequences for express critical or opposite views (Bergold, &
Thomas, 2012, p. 196). It is important to emphasise that the power adults have over
children is embedded in almost every relationship vittem which hinders their
expression of feelings and participation in learning (Baker & Le Courtois, 2022; Grover,

2004).

The drawing exercise was an opportunity for the children to use their agency (Chesworth,
2018). For example, a girl yelled out tlsae liked to learn by drawing and others

immediately chimed in. Some were apprehensive about the activity and behaved as if
they did not know me well enough and needed reassurance to get involved (see section

5.6.1).

It is argued in the literature thahild-friendly techniques carry the risk of forcing children
to embrace fixed identities to uphold the hierarchical educational structure. The fixed
identities are formed through concepts of empowerment, giving voice and dichotomous

constructs of the powdess kid and powerful adult. An educational environment of this
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kind controls social spaces and limits, rather than incesm®©O K A f RNB Yy Q& LI NI A ¢
the research process (Chesworth, 2018, p. 853). At all times during the research process,
Imay 0 AYSR | g NBySaa 2F GKS AYLRNIFIyOS 27

realise their agency and give suggestions, when they chose to do so.

pdp®o / KAf RNBYQad DNRdzZJ 5A3a0dzaaizya

¢tKS OKAfRNBYyQa 3ANRdAzL) RA a Odza & Agaiyinsight intb NX & S
their views and perspectivemnd their preferred way to learn English speaking in the
classroomandto give them a chande discuss their experiences (Marshall & Rossman,
HAMMO® ! LILISYRAE . O2y il Ay & slgroup dischissiofsS NBE A 2
guestions. Group discussions were conducted three times throughout the study to
address the first and sedecond research questions (see section 5.5dsmglam 5.1). It

wascrucial for me as the interviewer to enter into their world treir terms

to discoverthe situations they face from their own point of view and not through the lens

of mine (Docherty & Sandelowski, 1999). The group discussions provided a platform for

their voices to be heard on issues that matter to them to incrélase presence in

contexts that lack their existence (Marshall & Rossman, 2011).

| facilitated a conversation with the children about the drawings they producekdefor

completion of the first technique. We discussed what they believed are theirnmales i

Page |117



English classes and how they would like to learn English speaking. We discussed the
influence that puppetry had inside the classroom and at home. They gave proposals on
ways to improve the learning of English in the classroom. | used group disswa#in

the children to inspire affective interaction and communication rather than acquiring

short and simple responses to my questions (Cohen et al., 2011).

A group conversation was empowering for children in that it challenged its members to
elaborate2 y Sl OK 20GKSNRA& ARSIFA o/ NBagStfts Hnawm
children rather than between ainglechild and myself (Bagnoli & Clark, 2010). For
example, | asked the children whether the teacher listens to them and they interrupted

each other ik Sy | aaSNIAy3 GKIFG aKS R2Sa y2id I yR
thoughts (see section 7.2.2.1 for further details). The group discussion encouraged the
presentation of new ideas and engaged the children in a way that might not occur in a

one-to-oneadultchild interview (Bagnoli & Clark, 2010; Cohen et al., 2011).

For this study, | organised a dramatic situation through the use of puppetry with the
children to inspire a conversation with them on whether they liked it and for them to
suggestwaysktl & GKSe ¢g2dA R tA1S (G2 €SFENYy 9y3ftaAal
G§SOKYAIldzS¢é¢ G2 ONBFGS 'y SY@ANRBYYSYyd GKIFG

2011, p. 157)o activate discussions and to make the interview more age related, non

Page |118



threatening, more enjoyable and less formal (Cohen et al., 2011). It established a rapport
and buit trust to avoid overreaching (more details in section 5.6.1). It was important to
manage the group discussion by ensuring it was as a pleasant experienceliddtbe c

08 dzaAy3a fFy3AdzZ 3S AdzAa Gl o6fS F2NJ OKSANI F3So
and provided with enough time to think (Cohen et al., 2p1433). | asked the children
guestions with my finger puppet on and asked them to wear thegefipuppets when
responding to the questions. This approach was followed to avoid me having to ask direct

guestions to them usinthe traditional interview approach. Diagram (5.3) summarises

phase two.

Page |119



Collect Data: Before the Finger Puppet Intervention ]

¥

opif Qtertieis

ﬂ wo voluntee early years \

English teachers from two
different boys and gi@ schools
were interviewed. The

interview explored how English
0SFHOKSNA Ayl SNL
rights. It explored how they
acknowledged the need for
children to provide opinions on
the strateges used by their

¢St 0K

teachers to teach them English

This method was utilised to
answer thdfirstand second
research questions:

1) How are the rights of
children conceptuaded by
the primary English teachers
that are part of this study in
Qatar?

2) In what way are and can
teaching strategies in Qatar
be informed by the voice of

children and teachef?
& . /

Empirical Data
Collection

INE

) 2

¥

I KAt RNEiGO ]_[ I KAt RNBY Q& DNJ]

ﬂrawing was employed with \

fourteen (seven boys and seven
girls) children to strengthen the
research findings. It was included
to gain their ideas, perspectives,
and opinions on their positions in
the Engliskspeaking class and
their preferred method of
learning a foreign language. |
invited the children to draw
themselves to reveal their
feelings towards learning during

the English speaking lessons and
the roles they believed they had.

This participatory visual method
(childfriendly) was utilised as a
mediator to enable children to
express themselves. It was
acknowledgment of their rights
to express themselves in
matters relatedo them. Thus,
drawing wereused to answer
the subsecond research
question:

2/a) How would early years
children in Qatar like to learn
speaking English as a foreign

Qnguage? /

Pedagogical
Intervention Process

Diagram (5.3): A summary of phase two.

/The group of children who

completed the drawing activity met
with the researcher to talk about
their drawings. The children's
discussiomprovided rich and
insightful data for the research. It
allowed the researcher to perceive
the world through the eyes of the
children rather than through her
own. It also conveyed to the
children that the researcher valued
their opinions. It was a valuable
platform for children to express
their views and opinions, as well as
for the researcher to comprehend

the children's learning experiences.

This method was used to
answer thefirst and the sub
second research questions:

1) How are the rights of
children conceptuaded by the
primary English teachers that
are part of this study in Qatar?

2/a) How would early years
children in Qatar like to learn

speaking English as adign
Qnguage? j

Empirical Data Collection
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¢ KS Frobupdisc@ssion with the children happened after five meetiitysthem.

The meetings were held to introduce them to the research prot¢esio the visual
activities,to read the consent sheet artd complete the drawing activity (Appendix C
provides afull version of the activities completed with the participants). The children
were relaxed and comfortable with my presence in their classroom. Closeness and
intimacy became stronger over time during the group discussions as they became

accustomed to meThey considered menantegral part of their classroom.

2) Phase Three

| conducted a mini workshop for the early year English teachers in both schools on how
to use puppets with children in the classroom and its possible use in the home. It was
presentd to the teachers during the school day and conveyed knowledge, fun and joy. |
worked hard to make sure that the workshop content was effectively communicated and
delivered to the teachers. | gave a practical demonstration of puppetry and set tasks that
enabled the teachers to converse with one anoth@pen gquestions were posed tite
teachers to brainstorm their thoughts and elicit their opinions. | provided them with
relevant literature on puppetry and ways to improve professional practice. Tk boy
school workshop lasted approximately one and a half hours and ti& sgHool

workshop, approximately two and a half hours.
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5.5.4 Conduct a Mini Workshop with Teachers on how to use Puppets with Children in
Classrooms and its Possible use in the Home

A mini workshop wittthe early year English teachers was to discuss how to use puppets
with children inthe classrooms and its possible use in the home for this study. The
workshop was designed for all English teachers who teach students in grades one and
two in both boy@ and gi® schod, along with their coordinators. My primary rel@s

to trainthe teachers and provide them with professional development. | envisioned the
workshop as professional development for the early years English teacherseHtveev
unexpected circumstances of COXDthat affected the schools meant that the training
session was only delivered to the participant English teacher at ti@dmbywol because

the other teachers were quarantined. The coordinator was busy mandgeng
classrooms. The training session in theQgsthool was delivered to the early years
English teachers and their coordinator (two teachers who teach gradenlading a

participant and a teacher who teaches grade one students).

The workshop eli@d the teacher experiences and opinions on the influences in the
classroom that affect the capacity of children to speak during the English lesson. It also
established the strategighe English teachers preferred to employ in their classrooms.
Implementirg finger puppetry during COVID meantthat the teachers were not able

to follow my plan for their use in the classroom (a-twonth implementation to assess

their effectiveness in engaging children in English speaking les§baspnstraints
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meant thatthey were not able to familiarise themselves with the puppets as a teaching
tool in advance of their use in the classroom with the children. The teachers opted to
use them in their class with the children the day after the workshop because of their fear
2T 201 R206Yy D ¢CKAA AYLI OGSR Yeé FoAfAde
children over a longer period of time. The teachers used them twice at ti@& duhool

and once in the gi@ school. | was present on all occasions and was able to @bisatrv
finger puppetry engaged the children in the Enggisbaking lessons despite the

limitations | experienced (s&hapter 9 for further details on finger puppetry).

The workshop provided a theoretical framewankistep-by-step regarding the inclusi

of puppetry in language teaching. It demonstrated how it helps children to develop a
diverse range of language skills and abilities. For example, encouraging them to talk using
the English language. The workshop provided English teachers withbg-step guide

for using finger puppetry in the classroom (Appendix D provides full version of the
workshop content). The workshop generated inEghio the teacher perceptions on
teaching speaking skills to early ysdaarners. This phase tife data colection was an
important platform for the subsequent phase which was the implementation of finger
puppetry into the classroom by the teachers for the study. The workshop helped to
distinguishithe different personalities of the teachers | was working \aitid their

teaching qualities.
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Both English teachers had limited knowledge on how to teach English speaking to
OKAf RNBY® ¢KS 9y3ItArAakK G§SFOKSNARA F2NJ GKS
according to academic level (low, middle and high) and achewe She explained that
the workshop content was too high a level for her studdeasly year bo@ English
teacher workshop, p.2). The workshop also provided an opportunity to consider the
limits imposed by the Ministry of Education (S@®apter 3). Tie English teachers
explained that following the English teaching textbook is mandatory. They explained that
all teachers are restricted by a teaching timeframe for every lesson. They said that
teachers are not able to apply teaching practices that thelyare appropriate during
the lesson. The children are challenged by both the teaching practices and the

educational system in Qatar.

This data collection phase was necessary for me to observehetiabchers agreed on

at the workshop regarding theages of teaching speaking and their actual teaching
activities in the classroom. | proposed steps for introducing finger puppetry in the
classroom and then observetlet teachers' real teaching practices in the classroom.

Diagram(5.4) presents the third pase.
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Phase 3

4

Implement the (Intervention): Conduct a mini workshop with teachers on hc
to use puppets with children in classrooms and its possible use in the home.

This training session waesigned for all English teachers who teach students in grades one
two in both boys and gf@ schools, along with their coordinators. However, because of the
unexpected circumstances of COYPthat affected the schools, the training session was only
delivered to the participant English teacher at the@sghool because the other teachers were
quarantined. The coordinator was busy managing the classrooms. Yet, the training session in
the girl@ school was delivered to the early years English teaghdreir coordinator (two
teachers who teach grade twiocluding a participant and a teacher who teaches grade one
students- four altogethen)¢ KS 321t 2F G(KS GNIAyAy3a gl a G2 St AOAd
opinions on the influences in the clasam that affect the capacity of children to speak during
the English lesson. It also sought to find out which stratéiggeSnglish teachers preferred to
employ in their classrooms.

The workshop provided a theoretical framework regarding the importanemploying

puppetry in language teaching. It emphasised how it helps children develop a diverse range o
language skills and abilities. For example, encouraging them to talk using the English languag
This data collection phase of the study offettegelEnglish teachers a stégy-step guide for

using finger puppetry in the classroom.

|

Using this strategy enabled the researcher to gain a better understanding of how teachers thin
about and perceive teaching speaking skills to early years learners stihiedrin clear

relations between this phase and the next, where the English teachers implement finger
puppetry into the classroom. The workshop helped to cléréydifferent personalities of the
teachers and their teaching qualitid$ also provided m opportunity to consider the limits

imposed by the Ministry of Education. This data collection phase was necessary for the
researcher to observe whdte teachers agreed on at the workshop regarding the stages of
teaching speaking and their actual teagharctivities in the classroom. The researcher proposed
steps for introducing finger puppetry in the classroom and then obsémegdachers' real
teaching practices in the classroom. The researcher was able to idesttifyhat the teachers
discussed andgreed upon during the workshop did not manifest to the same level in their
classroom activities.

Pedagogical Intervention Process

Diagram (5.4): A summary of phase three.
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3) Phase Four

In phase four, the early yeaEnglish teachers implemented finger puppetry in the
classroom. | observed the teaching classes during the puppetry intervention. The children
took the puppethome after they had used them in the classroom and videoed
themselves with family members. Four videos were recorded and returned from the
participant boysand three videos from the girls. Some of the participant childeeh
nointerest in making a moviewhilst others were unable tecord itbecause their

parentswere too busy. | discussed with the children their produced home videos.

5.5.5 Whole Classroon®bservation

The aim of conducting a class observation was to observéheahildren interated in
the classroom setting with their teachers during the oral English language lesson to
provideinsight into whether the rights of children were being acknowledged in Qatari

classrooms. This method is related to the first and third research quesiibes.

A)¢

O2tt SOUGA2Y 2F 20aSNBIGA2YyIf RFEGFE g1 a ySOS
y20 ¢KIFId G0KSe R2¢ o/ KNRaGSyaSy SaG It d> Hwn
strengthen the design and findings of this study. For example, |veldséne facial
expressions of the children when experiencing finger puppetry in relation to the extent

that they were motivated, stimulated and interested in the English lesson.

Page |126



Observing their body language, gestures, tone of voice and words usednidrigiting

with each other, using the finger puppets, provided rich data in relation to the research
guestions on whether they were engaged in the Engligaking lesson (Hennink et al.,
2011; Marshall & Rossman, 201The ¢assroom observation providede with an
opportunity to gain insight into the subtle nerrbal communication that took place
between the children (Hennink et al., 2011). Callen et al. (2011 thateresearchers

who use theénaturalistic method of observation must consider chifly Qa Yy SSRa
feelings. | was aware of whether the children were willing to be observed or were tired
and made fair decisions on whether to continue observing or to stop. Ethical

considerations throughouhe classroom observations included the mood ef¢hildren

and the time frame of my research (Callen et al., 2011).

Observing the classes helped to ensure that | correctly interpbtednformation
collected from the participants (Gray et al., 2009). The inclusion of observation (living
pracice) deepened my understanding the influence that finger puppetry has as a
teaching aid to stimulate the involvement of children in the Ergpslaking lessons in
Qatar. As an observer, | was able to experience its use inside the classroom, thresreacti
(emotional) of children towards it and the extent that it evokes a sense of aliveness that

is an authentic childrenentred practice (Higgs et al., 2011, p. 7).
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As a privileged active participant in an observationas able to watckhe teachers
introduce the speaking skills using finger puppetry as a teaching strategy. | observed the
children whilst they were practicing speaking with each other through the use of finger
puppets. | was hoping to engage with the participants regarding the dialogutok

place in the classroom. COMI® constraits meant that | was unable to discuss
dialoguing with them when they were interacting with finger puppets. There was
insufficient time to them to talk and we had to keep physical distance between us. | was
able to monitortheir facial expressions and involvement witie finger puppets. |
activated my position as a privileged active participant during the second observation at
the boy@ school when there was a need to do so. | was compelled to interjg@pgsrly

presenting the speaking lesson and to explain to the boys what they needed to do.

As an insider and outsider (emic and etieyas able to obtain insights, views and new
understanding about finger puppetry and the power dynamic that exists bative
teacher and her children (Hennink et al., 20I'hle more the teacher used the finger
puppets the morethe difference in power became more apparent. An imbalance of
power between adults and young children will always exist. Observing the teachers
explaining to the children how to speak English using the puppets highligaieawer
dynamics in the classroom (Hennink et al., 2011). Observing the children from a distance
without participating with them strengtheneany understanding from myown

perspective (etic). Interacting with them whilst performing finger puppetry enabled me
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to witness the activity truly engaging and stimulating them from their perspectives (emic)
(Hennink et al., 2011). Observations can unearth the beliefs that teacherggarding

childrerQghts in the classroom.

An observation is an idiosyncratic activity. Field notes are an effective way to gather and
record onsite material for use in qualitative research. The field notes for this study
included the pertinent charaeristics of the classroom setting (Gray et al., 2009). | took
detailed field notes whilst observing the lessons (Gray et al., 2009; Hennink et al., 2011).
The notes consisted of two kinds of information. Descriptive information on what was
happening irthe classroom (Gray et al., 2009). For example, how the early years children
interacted with the finger puppets and with each other during the lesson. The notes also
included reflective information on my own experientes existing literature knowleay

and my thoughts on the observational data (Gray et al., 2009). For example, does finger
puppetry encourage children to express themselves in the English class? | prepared a
protocol before entering the lesson that included a list of questions to ghiele t
observation (Gray et al.,, 2009). Any data that was gathered that was not part of the

observation protocol was added to the list for coding and analysis.
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| used visual activities to strengthen the participatory reseapghoach being used in

this study and to increase the potentiality of collecting rich data (Robson, 2011). | invited
the children to film themselves at home with a person they would like to converse with
using finger puppets (parents, siblings, cousiieds or their neighbours). Seven videos
were produced by the children (four from the boys and three from the girls) that lasted
seven minutes and thirtgight seconds (sedable 5.4). | involved the children in
collecting the research data to ensure ttia¢ focus was on researchigithCchildren

and not@nQhem. For example, | asked the children to video themselves with a person
they would like to speak with at home using finger puppets. The recorded activities
helped to developan understanding bl KS OKAf RNBY Q& | dziKSyiGAO0
language. The recorded video was as a supplementary indicator about whether or not
they perceived puppetry as an aid to learning and involvement in the lesson (Hennink et

al., 2011).
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Data Collected
Boys Girls Boys Girls Total
; Minut
Total | Duration of the {80'3;;5)
NO. Of Data (Boys & entire meetings Girls)
Girls) across the
Items
research phases
(Minutes)
Children's Group 3 4 7 64.59 12457 | 189.16 (m)
Discussions
Teacher's In-Depth | 2 2 4 81.24 79.48 160.72 (m)
Interviews
Classroom 2 1 3 100 50 150 (m)
Observations
Drawings 7 7 14 20 20 40 (m)
Videos 4 3 7 3.53 3.85 7.38 (m)

Table (5.4): A sumary of the data collected from the participants (children and teachers)
for all research phases.

This activity was supported by interviews that incorporated the videos to elicit the voices

of the children on the lived experiences they practiced withr tla@nilies (sediagram

5.4 that details the process). | asked the children to identify the level of enjoyment they
experienced by involving them in an analysis of the video. They were to choose a segment
they liked and then explain why they had chosemhere was a discussion on what had

0SSy tSINYyaGdo L WadtweR yau2oing ke wasknlefes®i@i yol &
Grt1 YS GKNRdzZAK gKIFG g1 & 324 y83)K¥ideod. | dzy ¥
interpretations increasethe meaningfulnesgf the participation and strengthened the

validity of the research.
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data. He suggests that when childrerw@tch their recorded videos, they do not focus
on the actions they p&rm but instead negotiate the purpose and intention behind their
actions. In this studythe children'\downloadnformation about their actions when
replaying the video. They release their minds to reflect and interpret their behaviour in
it. The childen presented their home videos in the classroom and reflected on their
attitudes towards the puppetry experience. This generated new ideas and

understandings that | had not previously considered (Forman, 1999).

Using visual research methods in a ckeathanner in this study with children at an early
age, for them to see and hear themselves speaking a foreign language, was an
empowering experience (Higgs et al., 2011). For example, each child led the interview
process by talking about the film they guzed themselves with a person they preferred,
using finger puppetry. The children preserved a sense of control which further permitted
them to express their own perspectives (Higgs et al., 2011). On an inductive level, the
children watched each other ganipating in finger puppetry activities on video. Using
visual techniques in this way increased the value diftieedf the children in this study

(Higgs et al., 2011).
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Mukherji and Albon (2010) assert that there are specific ethical consideratioan

using videos with children. They explain that particular details need to be contained in
the informed consent forms. For example, who will see the video, whidrthe video

be securely stored and how long wilbe storedfor? An irdepth discusion of ethics

and home videsis provided irsection 5.6.5. The videos, as a participatory tool to elicit
theOK A £ RNEB y Q aprolitfedliivaliitdidat@eddifacilitated analysis and learning

(Robson, 2011piagram (5.5presensthe fourth phase
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- Teachers implement the use of finger puppetry in classrooms.
- Children video themselves at home with a family imem

Classroom Observatiori&rom the beginning of the
intervention.

ﬁvmlg impacted the putting of theory into\
practice. It dramatically aelerated the procedure.

As a result, when the training was presented to the
teachers, they immediately introduced finger
puppetry in their classrooms and invited me to
their first applications. | sensed that perhaps they
had not adequately planned the adty before
implementing it with their students. Although |

only observed one lessameach school, | was able
to observe many points and concerns that defined
thed S OKSNARQ YSGK2Ra 27 [i
with children, and hothe OK A f RNB y¥@a N
addressed via their activities with children. The
observations showed the extent that the teachers
were able to put into practice what they had
learnt. For example, implementing procedures for
teaching speaking that were outlined in the
workshop.

This method was utilised to ansvihe first and
third research questions:

1) How are the rights of children conceptualised by
the primary English teachers that aretpafrthis
study in Qatar?

3) How does the implementation of puppets into
the classroom influencie O K A f RitddSsyandd
attention in the EnglisBpeaking less@and at
home in QatarAt home is not answered by this

\ method.

Empirical Data Collectio

Diagram (5.5): A summary of phase four.

1 )

| KAf RNBY Q& D DiBindztide iGtdnseioks
and after recording their videos. Using finger

puppets.
\

ﬂe English teachers encouraged their studen&

film themselves with the puppets they had been
given and lateto serd them back to their teachers.

I intended for this discussion to take place dutirg
classroom observations (live observations and mithi
the process of observation). However, CGAMD
constraints and the claggof the schools meant that
the children were unable to attend school urttiéir
final examinations. Therefore, when the children
arrived for their final exams, | had the opportyrid
discuss their videos and the experiences they had
while videoing themselves.

This method was utilised to ansvike second
and third research questions:

2) In what way are and can teaching strategies in
Qatar be informed by the voice of children and
teachers in Qatar?

a.How would early years children in
Qatar like to learn speaking English as a
foreign language?

3) How does the implementation of puppets into
the classroom influence O K A f RiddBsyatoa
attention in the EnglisBpeaking less@andat
home in Qatar?

At home is answered by this metho

Empirical Data Collection
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4) Phase Five

In this phase, the first and third research questions were answered. | collected data after
the finger puppetry intervention had finished. | initiated a group discussion with the
children and Enghsteachers to gather their feedback on the puppetry intervention.

Diagram (5.6) summaristtee data collection.
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[ Collect Data: After Completing the (Interventiqigvaluation/Seek Feedback ]

| KAt RNBy Q&
puppets

DNER dzLJ 5

Fourteen children, both boys and girl:
were gathered for feedback on the finger
puppetry method. This discussion took
place immediately follomg the
completion of the discussion on their
videos (on the same day of the second
group discussion). | did this because it was
my last chance to meet the boys before
they went on summer holiday. It was
duringtheir final examinations. The
situation with he gir®@ group was rather
different. | met with four girls and sought
their feedback on the method employed.
The remaining three girls departed the
school to catch the bus homlewas able

to meet the other three girls after their
final examinations wereompleted and
their summer holiday had begun. The
IANI &Q 9y3ItAaK GSIQ
if they might bring their daughters to
meet me. They were very cooperative,
and | was very lucky to have them back in
school and discuss the finger puppetry
strategy with them.The children were
creative in recording their likes and

¢ S OK-Heépi Bterlieis

dislikes on finger puppets.

To answer theubthird question the third
children's group discussieves used:

3/b) How do the children perceive the use
of puppetryas a pedagogical tow English
speaking lessons and at hone

- r

Empirical Data Collection

Diagram (5.6): A summary of phase five.

The fifth phase of data collectiavas the
interviews with the same two early years
English teachers interviewed for the
second phase. Both participant teachers
6SNB AYUSNBASG6SR |
discussions when | had gathered their
feedback on the finger puppetry method.
This occurrd because the teachers
wanted me to complete all the sessions
with the children before the conclusion of
the school year and before they all went
on holiday. Teaching duties finished
approximately two weeks after the
children had finished the school yea
This enabled me to meet with the
participant teachers after | had
completed all activities with the children

The § 02y R
wasconducted to answethe first and the
third research questions:

i Sde@IKiStenden

1) How are the rights of children
conceptualisd by the primary English
teachers that are part of this study in
Qatar?

3) How does the implementation of
puppets into the classroom influenttee
OK A f RnieFesf @nd attention in the
Englishspeaking lesson and at horire
Qatar?

- "

Empirical Data @ection

FiSNI

iKS
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5) Phase Six

| met with the English teachers to discuss the findings of the study and provided them

with the analysis to read. | asked them to point out any issues or problems that they had

with it. Both teachers were satisfied with the analysis and had no issues to discuss. | asked

the English teachers about meetimgth the children to discuss the @imgs. They

SELX FAYSR (KIG GKS KSIFIR GSIFOKSNI 2F (KS o2
part had left the school. They added that some of the children had also left the school to

go to another. | made the decision to not mesgth the children.

5.6 Ethical Considerations with Early Years Children

Ethical issues are manifest in all aspects of research and are particularly prevalent when
dealing with young children. Researchers must always priftectstudyparticipants

and any stories thahey provide (Bergold & Thomas, 2012; Denzin, 1989). Denzin (1989)
prefers a sharing approach to the research process tivlparticipants and suggests

that this acts as an ethical anchor for social research. Smital considerations were
apparert for this study particularly in light of howhe children were perceived and how
context influences competence and agency (see section 2.3). For exdhwple,
participant information sheets used with adults cannot be read by early years children.

Hence, aifferent strategy that capitalises the OKA f RNBy Qa O2YLISGSyOA
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This section describes how | handtad ethical dilemmas involving power dynamics,

recruiting participants, informed consent, and confidentiality.

5.6.1 Power Relationshipad my Researcher Role with Young Children

My researcher role required that | interacted closely with early years children to enter

their world to obtain their worldview, ideas, experiences and perspectives. To achieve
0KA&Z L I FRaeultldel8RA W yad SNBAIGS ¢  Oexdmpl® Suriig iny m oy y 0
FASERE2N] 6A0GK OKAfRNBYSX L GNASR (2 SyiANE
represents judgment and direction. It was a challenging situatiothéchildren in

Qatari schools becauseeth lack experience of adults being participant-umgmental

persons. They only know adults who attend classes to assess teacher perforonances

solve behaviaral problems. | explained my role to the children when I first met them. |
wanted them to uderstand that | was not a teacher who supervises and assesses
performance or a formal visitor whoonitors problems. | was aware of the imbalance of

power between myself and the children and sought to find ways to reduce it (Dockett &
Perry, 2011; Mandell,988). | wanted them to realise that | was in their classroom to

observe their activities without influencing what took place.

In an effort to break dowthe formal barriers between the children and myself, | asked

them to call me by my first nam@&ainah(and not to address me &dlis<as they would
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normally do with their teachers or other guests (Mandell, 1988). | explained that they
could provide their perspectives and opinions at any time during our meeting. Some of
the children were reluctanhot to call meWlisQand wanted to assesthe power
dynamics and my intentions in being with thédthers took advantage of being able to
removethe barriers that separated us and wanted to benefit from me being with them.
For example, some proceededhuoild rapport by treating me as‘iendly visitofand

not asa $ormal visitor§vith authority over them. They immediately used their agency to
talk to me and requested to go with me to work (Qatar University). Their interaction
made it easier for m® work with them for this study. It showed that the children are at
peace having me in their company (Mandell, 1988). However, a power imbalance with
children always exists fany adult researcher who attends their classroom (Horgan,
2017). This was @ent in some of the children who maintained distaand did not
makean effort to build relationships. They responded to my questions with minimum

interaction.

t26SNJ AYolflyOS 6SGd6SSy FRdzZ Ga FyR OKAfRN
(Valenine, 1999)andit is acommodity possessed and dominant by adults over children

ODFfflI3KSNE HannyOd ,SG> AG Aa adaA3ISAGSR GF
Fff2Ay3a GKSY (G2 06S KSFENR Ay GKS NBaSIF NDK

mind, | endeavared to minimise the impact of the power imbalance between the
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researcher and researched by encouraghegparticipants to voice their opinions and

made it possible for their voice to be heard (Gallagher, 2008).

Callan et al. (2011, p9) explaiedthat researchers working on early childhood practices
need to pay attention to how their role as researcher influences the investigation. They
say it can be done during daily practices until they become committed to the habit of
reflection. They suggest that researchers should assess the power dgnaiiritoe
professional hierarchies that exist whilst they are working. They argue that researchers
need to consider themselves as being part of a sharing community and not exclusively as

researcHeaders (p.25).

| was aware of a potential hierarchy between the participants and myself (i.e.
participants, researcher/ employee of the University). For this research, | maintained
open communication at all times scethparticipants ould freely shae their thoughts

and suggestions. | did not transmit my thoughts to them to influence their opinions and
choices. This was clear when | met the childrem fimoup discussion. | planned to ask

the children for their views on me to help develop a comfdeaetting (i.e. what | mean

to them?) The question was bouncing around in my head as | began the discussion but |
forgot to ask it to them. Given the fact that | did not receive any input from them towards

me, | sensed that we had become closer overetiduring my first meeting with the
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children, they kept asking for permission from me for different tasks (ireg tgothe

toilet, drinkngwater, mowngfrom one place to another and whether they could ask their
classmates for a point of view). Thddrein were freely speaking to me and considered

me part of their classroom. Their answers to my guestions were answered whilst they
were sitting comfortably with their eyes on me or somewhere else. During the meetings,

they were free to move around thelesks, talk to their friendgndR A 8 Odza & S| OK 2
drawings, colouring or video These behaviours are not permitted in the normal

classroom setting and | sensed that they were comfortable with me being amongst them.

In my experience of classroomsavationsthis behaviour is considered unacceptable

during lesson time. For example, children must stand up if they want to answer a
0§SFOKSNRa [dzSadAzy FyR 221 4G KSN) SeSao |
that they were comfortable wonkg with me. Perhaps they behaved this way to see how

| would | react and what my response might be. Children continually seek agency in the
classroom. | was happy with the comfortable atmosphere betweerchildren and

myself but was aware of the imbake of power between us. For example, when | asked

the girls to draw what | instructed them to draw, they immediately wanted to draw
something different (i.ethe park). | explained that | wanted them to draw my request

first and then they could draw wheter they wantedl did thisbecause COVAD® limited

the amount of time | could spend completing the activity with them. When the girls
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finished drawing my request, they immediately drew their favourite scene (i.e. the

drawingby Daisy, Figure 7.5, p53).

Balancing the unequal power relation between the children and myself (my agenda, the
OKAf RNByQa | 3Sy0Oé FyR (KSANI g2 dawdpowerl & OKI
permeated the classroom. Morrow (2008) expldive the power imbalances beteen

researcher and children can pressure them to participate. Morrow (2008) explains that

they should not be considered research victims because they have control over whether

to participate or not. The girls in this study exerted an element of controigltine

drawing activity by choosing what to draw. They were able to maintain a level of personal

agency as gatekeepers (Danby & Farrell, 2005).

Positive relationships encourage children to safely expinessthoughts and opinions

with control overthe independent conversation (Christensen, 2004) without fear of
being judged by adults. It helps them to connect to their surroundings and the individuals
they encounter. In this environment, the children might initiate a conversation with its
own parametes (Christensen, 2004). One girl, for example, spoke freely with me and
decided that she wanted to end the discussite want to go home, we need to sleep
because we got up early this morning to come to sck®etond gi@ group discussion,

p. 17). Shexplainedthat it because she was tired. | appreciated her transparency in
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dealing with me. | realised that she would not have said this if she was not at ease with

me. If children do not feel safe and connected to me as an adult, they will not make
requests in a direct manner. One boy, at the end his group discysaida L ¢ | y i & 2 dz
visit me at home to see how I think and how | play with my puppets and my Lego. Ask miss
{rffte Fo2dzi Y& Y2iKSNRa (Thid boRigdup iszYssnS NJ | y R
p.4). Anotherboysaid, 6 S 6 yi (2 a f{(S&hdbd@ygroup Risadsdidd,2 dza S ¢

p. 10).

The boy was comfortable in expressing his thoughts and wanted me to be interested in
his thoughts and feelings. The request of the boy to sleep abomsehs interpreted as

his acceptance of me. These were positive signs that the children had warmed to my
presence in the classroom and that the boundaries between us had dissolved. | think we
reached this stage quickly because at the beginning of thands@rocessl made it

clear that their views and perspectives were important. Openly chatting with the teacher
is not something that happens very often in school becaustheobenforced MOE
discipline in the classroom (i.e. being polite, sitting prgpant listeningo the teacher

is the expected behaviour). It is an atmosphere that is not conducive to children feeling
connected to the teacher anbeing able to comfortably express their thoughts and

opinions.
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5.6.2 Relationship wittne English Teders

Two English teachers took part in my study. During our initial meeting, | assured them
that my presence in their classroom was not to assess their performance or burden them
with extra work. | did this to lessen the tension caused by my presenceinT loé my
observation was to aid the teaching process aninfmrove the teaching experiences
they engage in. | explained that | would not assume any authority over them and that
their work on this project had no connection to my work as a teaching bgpiegiaQatar
University. | informed the teachers that they were not the object of my studyhand

would not assess their performances. | explained that | was taking notes th&ing
observations on their interactions with the children and implemeriiimager puppetry in

the classroom. | reassured them that there was nothing to worry about. | assured them
that the data | collected @uld not be shared with their coordinators or their Academic

Vise Principal (AVP).

| managed the professional hierarctetween the teachers and myself as researcher by
maintaininga continuous dialogue with them. | asked them to share their perspectives
and suggestions (Callan et al., 2011). | informed them that they could communicate with
me about the research processaaty time. | explained that they could suggest ways to
ease the study process (Callan et al.,, 2011). | told them that the finger puppet

intervention needs to be stredee and comfortable to maximise its effectiveness. |
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explained that it was essentiab tmaintain a friendly environment. Having similar
characteristics (relevant teaching experience, gender and age) with the participant
teachers helped achieve this. Rapport between the researcher panticipants
influences the dynamic that exists betwe&ern and affects the potential to generate

new knowledge (Creswell, 2009).

Positive interactions can help participants feel comfortable when exchanfgingation

and help it flow (Hennink et al., 2011). My objective was {oreate meaning, so it was
important that the participants felt composed when talking to me. Opporturidi¢ae
participants and myself in Qatar to speak and represent ourselves, to contribute to this
research, can increase the validity of the data that is obtained (Denziodnl.i2013).

The dfective management ahe dynamic relationships betweehe participants and
researcher influencese stories told, interactionsxperiencedthe depth of information

retrieved and the quality dhe research analysis (Finlay & Gouzfi)3, p. 113).

5.6.3 Ethicality towards Recruiting the Participants

The two Primary Public Schools in Qatar were recruited on a voluntary basis whereby |
conducted several faem-face meetings with the primary school he&aisthe boys and

girls toassess their willingness to take part. | discussed the researclaadits,scope
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with several primary boys and girls schools in Qat&ihen two schools agreed to
participate in my research providedthem with details on the criteria for selectinthe
participant children and teacherBor example, the children need to begmade two,
thereforethey werebetween seven and eight years old. | selected an equal number of
boys and girlésevenfrom each genderfrom different backgroundst is recommeded

in the literature thabetween five and eight children arecruited to participate igroup
discussior{Cohen et al., 201170 be consistent with the literature and effective in my
role as qualitative researcher, | recruiteelven childrerfrom eachschool The single
gender school structure in Qatar ensured equal representation of both gerilers.
voluntary approach was followed for this study, whereby any child vaintedito take
part regardless of social background was able to dwidwut influene from their

teacher or researcher.

Within each school, recruitment was on a voluntary basis. In each school, there were five
grade two classes with children agesl/en and eight years. | initiated a dialogue with
the head teachers to inform them thliheededfrom each school, one class to take part

in this study. Two female early years English teachers (gradeedasioers who teach
grade twostudents) from the two different schools (one from each school) was recruited
to participate after agreeingo the conditions of the study. The two classes being
observed were selected by the children themselves, the parents of childretheand

classroom teacher. Each English teacher initiated a discussion with her students about
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the research aims and procedure®/hen the two teachers had securad agreement

with their students, a meeting was held witte parents of the children taking part to
discuss the research process and ask for their consent. There were no children inside the
classroom did not want me tbserve them. In this instance, | observed the children
who were in the classroofnut did not take notes about any of those who no longer
wanted to participate. After each classroom observation, | evaluated the notes taken and
deleted any information thtehad been unintentionally recorded about these children as

part of maintaining an ethical research approach.

Within each classhe recruitment of children for the interview groups (n=14) was on a
voluntary basis as well. | invited seven childrepaiticipate in each group interview to
avoid a loss of harmony and focus during the interview and to minimise distractions
(Cohen et al., 2011). The recruited children (n=14) for the group interviews were also
invitedto participate in the home videoingtivity. For this, | initiated \#lircle timeat a

time that was convenient for them and their English teachers to discuss their willingness
to participate inthe home video activity. This happened after my meeting thiéh
OKAf RNBY Qa La#thePBogsibiity far theintiSidien to kakeipart in this activity.

The parents and their children had the final say on whether to participate or not.
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5.6.4 Constructing an Ethical Approach with Children

This study involved resear&ithQchildren andnot ¥nQchildren. It believed in their
competencies and abilitieagnd highlyalued their views and opiniori&irther particular
ethical attention was required in this study to obtain consent friva children
themselves to participate in this researalh well as the role of parental consent.
Negotiating consent witthe children to participate remains to @uzzy area in the
literature. Ithighlights that there is an overlap between the rights of children presented
by the UNCRC, 1989 that stressesrights of children to have their say in all issues
related to them and the ethical guidelines that view children as vulnerable (Arnott et al.,
2020; Docket& Perry, 2011). This ambiguity ltasised a lack of clarity on who decides

whether a child willake part in research or not (Dockett & Perry, 2011, p. 232).

Mortari and Harcourt (2012) argue that allowing children to provide consent for
themselves and considering them as interlocutors in gaining the consent for themselves
or whether the reseatter negotiates with the persons having primary responsitafity

the child, is a controversial issue. However, in this study, | referred to the regulations and
guidelinesof the state of Qatar that stipulate that consefnbm theguardians or parents
shoud be obtained when the participants are children. | designed this study to reflect a
participatory right perspective and was therefore required to seek consent thiem

children. To accomplish this goal and to be in ethical accordance with the research
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regulations of thestate of Qatar, |1 sought consent from the childiersynchronisation

with consentrom their parents or guardians.

Some of the parents or guardians did not want their child to take part but the child
wanted to be involved. | reassurdte parents that their child could participate but their
activities vould not beincluded in the research data. For example, some of the children
participated in the drawing activities but their drawing was not included. On the other
hand, some parents ave happy for their children to participate but tlehildren vere
reluctant to take part in the research activity, the home video, for example (Robson,
2011). In this case, the children were given the option to not take part in the home video
activity. B doing this, | acknowledged the rights of children to make their own decisions
on whether to participate or not. | wanted to make sure that their voices were heard

within the constraints of Qatari custom.

5.6.5 Participant Consent Forms

This researchlmiained ethical approval from the School of Education Ethical Committee
of the University of Strathclyde. Ethical matters amgportant in research when
addressing human subjects. Qualitative research often requires the resetarblecthe

tool for colleting the data. Indepth intervievs, qualitative observations and visual

techniques enable the researcher to entdhe participant) éives. Consent forms,
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autonomy, dignity and protecting participant anonymity is essential (Holloway & Brown,

2016).

Thisstudy required specific ethical clearance to be able to approach early years children
regarding participationtlie Ministry of Education, head teachers, early years English
teachers, parents and children). | obtained permission from the Ministry of Eduaat

Higher Education to enter government schools (see Appendix E. 1). | obtained permission
from the head teachers of the schools volunteetm¢ake part in this study. | initiated

a formal faceao-face meeting with the school heads to discuss msgarch, its aims,
202S00A0Sa IyR YS(iK2Rao® ¢KS YAYyAaluNEBQa
with the English teachers in botii the schools who were volunteering to take part. |
discussed the requirements and purpose of my research vath.thinformed them that

their approval to participate was sougtar the individual interviewand classroom

observations.

| organised a meeting with the parentglut children to provide them with details about

the study. The meeting was conductedimethical manner. It was explained that when

a researcher is accessing participants through gatekeepers (early years English teachers
in this research), it raises specific ethical issues. It is argued in the literature that a

NB & S NDKSNJI Ying th&rélatianhip beBredrithe datiékeeper and the person

Page |150



GKSe NP AYGNRBRdAzOAYy3Ie¢ O6CEtSgAGGE wnnpsz LI®
parents who sai/e<br HoCior their children to participate. | reassured them that their
declination or aceptance of their child to participate or not would not affect the
relationship between the English teacher and their chiléhfluence the treatment that

their child received. It was therefore necessary in stusly to facilitate formal and

informal opportunities for parents to sayioQdn a safe and secure environment (Flewitt,

2005).

| consulted with the English teachers to arrange an initial meeting with the parents to
discuss the potentiality of their children being part in the research. | wéritede clear

that they could refuse to participate without negative outcomes regarding their child. |
encouraged the parents to discuss the research with their children and to inform the
English teacher or me about their responses. At the end optbeess, | invited the
parents to sign a PIS (Participant Information Sheet) and consent form to formally agree
on their participation. The pare@t PIS and consent forms were bilingual (English and

Arabic) (see Appendix E. 3). The parents chose thecAsaision.

wSTESOlAYy3a 2y GKS LINByGaQ YSSOUAy3dsr az2YS |

OKAf RNByQa OASéLRAylad ¢KSe SELINBaasSR R2

responded by explaining that they have a voice and we must listeh itfarmed them
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that we needed to work on developiagculture of listening to children. | explained that
we need to provide them with opportunities to express their opinions to improve their
lives. Other parents raised concerns about the home videatgaeind how it would be
done. | reassured them that the purpose of the vides to document how a child
interacts with puppets to encourage them to speak English outside the school. |
explained that the children were not required to wear particular wtfo sit in a
particular place oto read out dialogue and perform (more detailed information in
section 5.6.6). | clarified with the parents that they just needed to check the video after
it has been recorded to make sure that thegre happy with it.| said that the main thing

was for the child to feel able to say what he or she wants to say.

| was aware when exchanging these ideas of how culture influences the parents. | could
sensethe Eastern culture influences in the dialogue of the parentadéerstood their
concerns about setting antheir carefulness about appearance. After meeting the
parents to inform them abouthe research aims and process, | decided to arrange a
meeting with the children. 1 initiated a classroom visit with their Eniglasthers to
discuss theesearch aims, methods ammtocesses using different creative tools that
matched their age and educational leveirst, | designed ®uppetBookK2hat illustrates

the research process in the form of a story to the children. iShatached in the
Appendix (C.1). The book used simple and short sentences andcéive voice not

passive voice. It used request language not command languageand it had a
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Huestion and answektyle. It used cartm pictures to illustrate thenformation in the
book to help the children understand (Farddalet et al., 2010). THPuppetBooKwas
written in both the Arabic and English languages fioe children to decideon the
language they prefeed. The children selected the Arabic verdiote read with them.

The book contained quality information that provided a thorough explanation of what

was required of the childrefrargasMalet et al., 2010).

Secondly, | designed a visual activity to help them understand the research process and
the purpose of requiring consent to participate (fimgparts of a puzzle that compleate

a storyboard of our project). | did this because young children were more interested in
doing the research consent than in discussing the research in the abgdendix (C.2)
provides a full version of the visual activities used with the childies.puzzle was
designed in the shape of a finger puppet to b&eaeping with the research theme and

its playbased focus. One part of the puzdlecluded key words &m the elements of

the research process suchdseawand another part had picture of the words, such as
WrawQ The children needed to match the appropriate two parts together to form a finger
puppet shape to complete the puzzle. Finally, when tiidreh had completed all parts

of the puzzle, | worked with them to place the parts onto the visual storyboard. | then

read the entire research story including the puzzle back to them.
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This method was used to make sure that the children understooklethactivities that

they were involvedn as part of the research process (VindiBkdros et al., 2016). A
completed consent form was required from the childvémo were participating in the

research process (i.e. the drawing, the group discussiomttbke class observation and

the home videoing). | designed a visual consent form that was appropriate for the
OKAf RNByQa | 3Sao ¢CKA& A& FaGdlrOKSR Ay (KS
and simple sentences fdhe children to understandlt contained three statements
accompanieby@A adzl £ Affdza NI GA2ya 6SY22AQaY KI LIL
circle their choices (i.e. | would like to participate, | do not want to participate and | am

not sure and need time to think).

To ensure that the children understood the research requiremengpace was provided

at the end of the form where they were invited to draw their consent to take part
(Harcourt & Conroy, 2005). | also uSéaSand'8TORsigns with each participant child

to ensure ongoing rather than owdf consent. These signs were available tfer

children throughout the research process, sertlthey hadthe Qpacé&Xo choose to

continue with participation or to stop. Each child had to ragseither theQYESbr QIQQ

sign throughout the research process (see Appendix E.4). | used these techniques with

the children because | believe thtte OK A f RNBy Qa @2A0Sa heSSR (2

traditional Qatari education context as descritetlier in chapter 3. The chith

Page |154



needed time to engageith understanding the meaning of informed consent on their

terms.

| was actively and thoughtfully interestedhow the children responded to the visual
activities | did with them. My aim was supportthe children in giving tiir consent to
guarantee that consent was informed. | paid close attention to whether the children
showed awareness of the research's goals and purposes, what would happen to their
data and the idea of anonymity. | regularly questioned themcheck their
understanding. Most answered the questions. They understood and remembered most
of the information contained in the puppbbok. For example, they understood the
word (project) because they had used it in school. | asked them what the project was
about ard what it meant to themand they immediately related it to their own lives. They
said it was like the project théyad completed in the English lesson. When | told them
about the aim of my project to explore their opinions and voices, they did not take me
seriously and behaved as if to say NB & 2 dZR4fldctOR driffedléta collection
phase, p.6). This was perhaps the first time they had been asked for their opinion. It was

a new concept for them.

Throughout the research process, | kept renmigdhem to give their viewpoints openly

by referring to the¥ E€and 8 TORsigns. The children were inquisitive regarding their
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RFGIFI® hyS O®VK2 Rk Bff SRAY¥SESYy Wiz YeéeNRBW2 NRER3
mSéd | S 02y i AWzRR &I2yR drasS| afidHinted tR tieddc@deK £

that | showed them (Reflection ¢ime data collection phase, p.8). | explained to him that

| would forget whahe hadsaid abouthisdrawing or abouhisvideo if | did not use,it

and thatl would play and listen to whate had said. He nodded his heaaieaning that

he got my idea. This dialogue indicated ttiegt childrenshowed anunderstanding of

anonymity.

Anonymity is a complex concept but the children understood its meaning. | invited the
childrento choose a name (pseudonymisat they would use in place of their real names

to keep their identity safe and anonymous throughout the research (Holloway & Brown,
2016). It was apparent from their faces that they were excited to choose their favourite
names. They were thinking and discussing with their friends which name to choose. The
pseudonyms were used in every meeting and they started calling their friends using

them.

The children wanted to understand the procedures involved with the research dsetho
and activities. For example, one of the children was curious about my field notes during
a classroom observation. | explained that | used a notebook when observing. The boy
held up his blue notebook and sa@id A (i € A | Bhe dildrdnZais@dydcerzQ ¢

regarding the video recording at home, askibg | have to show my face in the video
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and can | smile during the recordd@p®L ¥ ¢S YIF 1S YAradl(1Sa o6KACT
KFELIISYWIKOQKE @S | OFG Fd Yé K2YSI IR Al 2p3
(Reflection onthe data collection phase, p.7Jhe children were curious about the

nuanced aspects of the study because they are subject to Qatari culture and the Bedouin
system that rules Qatari society. All citizens must operate withoonstraints (see

sections 3.2 and 3.3) and | was not surprised that the children were concerned about

recording videos.

Many parents consented for their children to participate in this study but on receiving

the forms, | noticed that that threefthS 628 & Q LI NBydia KIFIR y2i &
For examplepn one form all levels of agreement had been ticked except the l&xsl

(I give permission for my child to record a video at home). In another completed consent
form, only one box had beercked that agreed for the researcher to present the video

at international conferences and in research publications. In the third form, the
disagreement for the child to record a video box had been ticked and at the same time,
they had ticked the agreemefor the researcher to present the video at international
conferencesand in research publications. Therefore, | excluded these cdiosest but

0KS OKAfRNBY LINIAOALI SR Ay GKS NBA&ASI NDOK
completed and reirned seven signed consent forms. | discussed these issues with the
parents and the children participated in the research activities. One of the parents

consentedor her child to participate in the research activities. Her child took part in all
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activities excepfor the home video activity. Held me,d a& Y21 KSNJ F INBSR
K2YS @GARS2 | OUAO®R (G2 DAIOR LRV I6 A a M| G dzdil & 2
@2dz AaK2¢ dza K2¢g &2dz (dU |R W UTten b agkdifigit)S § K€ |
a puppet for his younger sister. | provided him with one and encouraged him to record
gA0K KSNXsSheliSveri litte RKS a O y q{il t&183¢3] €¢aSO02y R O
observation p. 5).I respected his desire and reassured him that it was TmeCOVID

19 restrictions meant that | was not able to speak with him to find out whatimade

his decision not to participate. | was careful to check with the children whether they
wanted to continue participating or whether they wanted to go back ¢octassroom.

All participants agreed to continue.

5.6.6 SpeciaEthicalConsiderationTheHomeg VideoingActivity

| invited the children to film themselves at home with a person they would like to
converse with using finger puppets (parents, siblingsysins, friends or their
neighbours). Careful consideration was given to the videos tkerhildren produced
them. How to use the videos was articulated to the children and faatities beginning

of the research (Higgs et al., 2011). | explaindte parents and children that anyone
in the video recorded by children nestito giveinformed consent (Wang & Redwood
Jones, 2001). Informed consent was acquired from the childuaydthers (siblings,

parents, friends, cousins or neighbours) whoesgwpd in the recorded videgPhelan &
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Kinsella, 2013). The videos were produced according to what the children and their
parents agreed. The videos the children produced for this research did not include
anyone other than the participant child him/hers@lhe children took the ownership of

the video and created a conversation with themselves. Two of the girls decided to
converse with a family member (a brother and a mother) but their faces did not appear

in the video. Their voices were clear in the video

| discussed with the parents how | would like to use the videos and invited them to give
different levels of consent for me to use them in the study (see Appendix E.3). | asked for
their approval to use the videos in the classroom. | explained thditrefer to them

when interviewing the children and discussing their performances with finger puppetry.

| explained that | will use them with the English teachers to discuss how to stimulate and
encourage children to use English outside the classroom. pdreats could choose
whether to permit the videos to be presentatlinternational conferences or published

in professional journals. Ten consent forms (five from the boys and five from the girls)
were returned that agreed to participate in the home wdeetivity and for it to be
presented in class, at conferences and in research publications. Two parents signed the
consent form agreeing to participate in the vigmivity, for the teacher and researcher

to view it and for it to be presented at confeo&s and in research publications. One girl
returned the consent form with an agreement to make a video but did not want the

teacher or researcher to view them but she did not record the videxxeived all of the
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consent forms but wadid for the childen to produce the video. I inferred from this that
the parents or their children were confused about recording the video. Perhaps they had
privacy issues regarding their children, were too busyeoe not interested in doing the

activity.

It is necessy to consider important ethical and legal implications when using video

based data collection as partafesearch design (Zydney & Hooper, 2015). For example:

1. What are the goals dhe video recording and how much video is necessary to
meet this goal?

2. Who needs to provide permission?

3. Who needs to see the videos?

4. What level of consent is needed?

5. What level of confidentiality is wanted?

6. What level of protection is needed for storing the data?

7. Who controls how a video gets recorded and edited?

8. How long ist necessary to archive a videw and when will the video be deleted?

(Zydney & Hooper, 2015, p. 42).

The goal of recording a home video was to provide the participants with an opportunity
to speak English as a foreign language outside the classraugrfinger puppetry, with

20KSNARIZ dzaAy3d GKSANI LI NByGaQ avYl NI LK2ySad
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their children during this activity to ensure that they were recorded safely (Zydney &
Hooper, 2015). They were offered a safe governmemptates [Learning Management
System (LMS) website] to upload the videos for the English teacher and me to view them.
The children and parents coutioosewhich version of the recording they were happy
with to upload to the website. | got permission to gattiee required information from

the children themselves and their parents as required by law (Zydney & Hooper, 2015). |
also encouraged the parents to discuss the video recording options with their children to

record and what they would like to record.

The children and parents had the option whether to record a video or not (see Appendix
E.3 for the options). The video was viewed by the teachers of the children taking part in
the study so tkn they could all discuss it to further encourage the childeesgeak
English outside the school. | viewed the videos to analyse the impact that puppetry had
on learning English and to assess the level of interest that the children expressed.
Permission was sought from the participant children and parents to préseunideos

in professional journgublicatiors and at conferencess an example of how the early

years children in Qatar interact with finger puppetry outside the classroom.

Gaining consent for home videoing was concerned with establishing whethedéoe

was restricted released or unrestricted released (Jacobs et al., 2007). Given my decision

Page |161



that the videos will be published or shared at conferences outside the classroom, |
provided the parents with different levels of consent. In the consemt,fibrwas clear
to the parents and their children that theydthe choicefor meto use the videos outside
the classroom or not. The consent form for the home video activity was only sent to the

parents and children who expresknterest in making it.

| decided not to blur the faces in the videos becailnsefacial expressions of children
and their interactions are invaluable data to be used to evaluate finger puppetry as an

intervention in the classroom. Blurring the videos would make them almost uausab

(Hayes & Abowd, 2006). Clark et al. (2010, p. 86kdtaet G 6 SYLIG Ay 3 G2 RA

data can remove the very pointoftneddta ¢ KS FI 0Sa 2F (KS T2 dzNJ

visible in their videos. One girl took a video of herself withouttmgeher face.

| assured the parents that the home videguld be stored temporarily on the Learning
Management System (LMS) websligds://Ims.education.gh | invited the parents to
upload the recorded vides onto the LMS. The LMS is a secured governmental website
that is designed by the Ministry of Education in Qatar for parents to follcn their

OKAf RNBY Qa TheQukehtSadthes ghilt@rdwere familiar with acéegshe

LMS website.Thept NBy ia KIFR Sf SOGNRYyAO | 0O0Saa o8

Each child had a unique username and password to login into the website. These
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https://lms.education.qa/

accounts cannot be accessed by anyone except the child himself/hérselparents

and the subject tedeer (English, Math, Science, Arabic, IT, Sport and Art). Each subject
teacher has a different space for her and her students and their paremizkiecontact.

The English teachers in this study created a file server on the LMS website that was
protected by firewall and encrypted by a password for the participant children and their

parents and invited them to upload the home video to that folder.

| provided the childrewith charge over their video to empower them and give them a
sense of being respsible for the process (Hayes & Abowd, 2006). | asked the children
to record the videos themselves to provide atmospherefree from being overly
controlled by the researcher or their teachers (Zydney & Hooper, 2015). Reflecting on
this, | considerethe childrento beactive agents capable of making their thoughts known

and acingon them.

5.7 Summary

In this chapter, | lhoutlined the decisions | made when desigrang carrying out the
study. I'had provided evidence of how the research process washodologically
suitable and promotedthe children'scapabiliyto provideinformed consent and
makedecision®ntheir participation and learning. In tiéagram (5.7) below, | provide

a timeline that summarises the research design and data colleptiases, which
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summarise what was presented in this chapter. The thorough presentation of the data in
this chapter mirrors thanterpretationof the data in the following chapter where the
data was analysed in loofzsmake sure it complied with the aimsdagquestions of the

researchas well as the comments of the participants.
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Diagram (5.7): Research process timeline.
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Chapter Six: Data Analysis

6.1 Introduction

This chapter explains the processes utilised to analyse the data collected over a nine
month period. It describes tH&eflexive Thematic Analysis (Ri#gthod used andhe

steps taken to analyse the data collected frima young children andheir English
teachers Braun & Clarke 2006).The analysis took approximately ten months to

complde.

The data used in this research is derived from participatory qualitative methotisiteat
explored children's perspectives on oral language learning (see section 5.3). The study's
research questions were designed to investidpatih children and tacher perceptions.

It explores speaking strategies, English teacher concepti@is of childre@ rights and

the use of finger puppetry in the classroom and at home. An essential principle of this
study was to reflegtas accurately as possible, onldten and teacher views, beliefs and
experiences, whilst simultaneously allowing for the reflective impact of my own

interpretations on the research process.

Thematic analysis is a flexible theoretical approach to interpretive analysis that produces

themes and patterns of meaning across a dataset in relation to a research qusstign
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gualitative data. The approach generatis analysis of the data from the bottenp.

The analysis is not shaped lay existing theory but to some extent by the resear€hér

point of view and disciplinary knowledgaaiih & Clarke, 2013, p. 179 thematic
FyFfeidAort NBaSFNOK | LIINRFOK Aa AyTFfdsSyoOosS
that | navigate six phases, as proposed by Braun and Clarke (2006) (detailsext the

section).

Each phase leads to new interpretationshaf data that require further iteration which
deepens understanding and strengthens the data analysis process (Byrne, 2021). A
reflexive researcher is fundamental to reflexive thematic analyBm:. example, |
continually interrogated what | did, why and how | did it and reflected on the impact and
influence of this on my study (Braun & Clarke, 2022, p. 5). Utilising a reflexive thematic
analytical methodology strengthens the qualitative datiéected because it accurately
representsthe participant perspectives, opinionand experiencesand my reflexive

interpretation asaresearcher (Byrne, 2021).

6.2 Phases of the Analysis Process

A reflexive thematic analysis is a afe-kind qualiative analytical method of data
analysis. It does not requitlee researcher to use a specific data collection method or to

follow a particular theoretical perspective, either epistemologically or ontologically
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(Braun & Clarke, 2013, p. 178). It providdexible interpretive approach to qualitative

data analysis that facilitates the identification of patterns or themes within a dataset. It
involves searching across datasets to find repeated patterns of meaning (Braun & Clarke,
2006). Most research gqatons can be answered and almost all qualitative data types

can be analysedsingthis qualitative analytical method (Braun & Clarke, 2013).

Reflexive thematic analysis requires the researcher's active engagement in knowledge
production. Codes are praded by identifying aspects of the data that are interesting

FYR NBfS@OlIyld G2 GKS NBASEFNDODK jdzSadAzyaos
interpretation ofthe dataset meaning (Braun & Clarke, 2013). Themes do not emerge in
advance of producinthe codesbut are generated by combining a number of codes to
capturethe core meanings that the researcher interprets from the data (Braun & Clarke,
2006). In the next section, the ghase process of completinige reflexive thematic

analysis is discussed and heach phase was implemented into the research data is

explained.

6.3 The Si#ehase Analytical Process

Braun and Clarke (2006) proposed apsiase process that enables researshier
analyse data in a thematic manner. The phases have a logical sefueitds not a

linear process. Itis a continuous recursive process that moves back and forth between
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the entire dataset, the coded extracts of dasmd the analysis of the data produced
(Braun & Clarke, 2006). Differing viewpoints exist on when arofse should engage

with relevant literature on the analysis being completed. Some argue that early reading
can constrain the analytic field of vision, whereby focus is limited to specific datasets, at
the expense of other potentially important sets @aiftal Other researchers note that
engaging withthe literature can enhance the analysis and understanding of the data
(Tuckett, 2005). | chose not to read the literature before analysing the data to inductively
maintain my field of vision with what the tdarevealed. Avoiding bias that would
influencethe data analysis was essential (Tuckett, 2005). My research was on specific
complexities within the education system in Qatar. For example, constraints imposed on
teachers,the OKA f RNBy Qa f{n@ éoatradktdry ddi@&igh@l &olidies and
practices. Interpretinthe data analysis involved comparing and contrasting participant
experiences with the literature. For example, connections betwbenparticipant

SELISNASYOSa I yR (ek&d deudshisNE Q& f St L2t A OA

The dta analysis was interwoven with insights from the literature | read during the
research process and my educational experienceate. Thematic analysis is a long
process that develops as the researcher moves through the vatages. This can result

in new interpretations of the data which may necessitate referring batketearlier

stages of the analysis process. It is important to view thghaise method as a set of
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guidelines rather thams principles to be implementethto a model to appropriately

answer research questions and gather data (Braun & Clarke, 2013).

6. 3.1 Phase One: Familiarisation with the Data

The familiarisation phase is regarded as the backbone for the later stages. It necessitates
that the researcheis immersed in the data that was collected by reading and rereading

the entire data items linked to the research questions (Braun & Clarke, 2006, 2013). |
needed a thorough understanding of the data and research quesfities& A f RNB Yy Q&
group discussipd = G S F-deptif iNtBréewsA gfassroom observations and my
reflexive memos were prepared for transcription. | completed the manual transcription
F2NJ GKS FdzRA2 NBO2NRAYI& 0 OKHépR MBryiews). I NP dzL

This enabled mto be immersed in the data (Braun & Clarke, 2006, 2013).

The dta wastranscribed orthographically, taking into account the inflections and pauses
made by both the interviewer and the participants (Braun & Clarke, 2013). All recordings
were written vebatim and typed, both verbal and nonverbal. For example, the
transcriptions include the spoken words of the childtieose of theEnglish teachers and
nonverbal cues (pauses, laughs, silence, and gazes to the resedchen) & Clarke,
2006;Walter, 2A.9). The @muses and silences increagbd insight intothe participant

understanding bthe research topic being discussed. This phase seemeddns&ming
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and it required patience on my part. | had to maintain close attention to the depth and
breadthofi KS RI Gl aStda dGdKIG ¢SNB LINRBRdAzZOSR (2 |0

preference for one over another (Braun & Clarke, 2006).

To familiarise myself with the data, read all of the transcript datasets and listened to

the original audio recordgs. | did not write any notes duringethnitial replay of each

' dZRA2 AYGSNIASEG 0SOIFdzaS Al NBIAdZANBR al OdAc¢
understanding of the topics covered in each interview or group discussion. It enabled me

to recallgestures and behaviours displayed during the meeting with the participants
(Byrne, 2021) When the transcription of the data was completed, |-read the

transcripts and wrotélownnotes. | also wrote down my thoughts and feelings reggrd

the data, partipants and process in the transcripts. These initial notes can be the most
noticeable and reflect personal experiences. For example, whilst familiarisingvaityrself

the OKAf RNByQa FANRG 3INRdJzZL) RQ@ arSwiessadg@ding L 2
preferred classroom location in their drawings were imaginative (i.e. a park), whereas the

boys used their actual position in the classroom for their answers (i.e. sit on the chair).

During the drawing activity, | noticed that boys were able to maintain ntatien in a
busy environment. They were able to learn and grasp knowledge whilst moving, playing,

and conversing, whereas the girls required a calm space to concentrate. My observation

Page |171



of the difference in answers according to gender, that were saltentne, is possibly
because of my gender (female), background and personal experiences with gender
differences. This does not imply that it is correct or incorrect but demonstrate our

own experiences influence how we interpret data (Braun & Clarke3)2®Rs a
researcher, | am aware that my background may limit what | see in the data or enrich the
analysis (Braun & Clarke, 2013). Some of my observations are discussed subsequently to
developng theinterpretation of the finalised reflexive thematic &§sas framework. |
adheredto a systematic procedure throughotite data analysis to be consistent and

accurate.

6.3.2 Phase Two: Generating Initial Codes

Codes are units (words or phrases) that represent the most interesting eleméin¢s of
data and se/e as the bedrock for what will often beconie themes (broader units).
The coding procedure is used to provide concise, brief descriptive or interpretive labels

for pieces of information that should be appropriate to the research question(s).

6.3.2.1Initial Iteration of Coding

The odes should be succinct but include enough information to becsethined,

underpinning the commonality of data in connection to the research topic (Braun &
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Clarke, 2006, 2013). | systemically coded and categorisedtinetye of the data into

three code groups (green, red and blue). Codiag completed usiniglicrosoft Word's

Wommentgiunction (2016). This put the codes in the rigahd margin and marked the

text area assigned to each code. It was the simplestrarsd effective way to prevent

doublecodes, data overlapping or the informiofgseparate codes. It ensures that new

codes began where previous codes end (Braun & Clarke, B@h&, 2021)An excerpt

of the initial coding process of a particip@rfirst interview is presented ifigure (6.1).

All codes were developed from the initial loop. Original transcripts were regularly

accessed to assetig existing codes and to investigate the interpretation of new codes

as familiaritywith the data developedByrne, 2021)

Me: Why do you think not all of the children are independent?

Interviewee: From my observations some of the characters don’t care about others
in the group or they don’t care about participating in the games. They sit and only
receive the information without wanting to take any role. They don’t care about
being the first to answer or being smart. | can say that eighty percent of students are
independent and twenty percent are dependent. | think this relates to the culture
here in Qatar. They rear their children to be like their fathers and to act as men.
They hear the words, “you are a man.”

Green: a reflexive code.
Red: a code derived from the data.

Blue: a code derived from the literature.

Zainab Omar Attar
ndividual assumptions and Judgment

Zainab Omar Attar

Culture in Qatar plays a role in developing
independency in children (boys).

Boys to men. Family hierarchal authority.

CAddNB 6codmOY 9EOSNLII FNRY {lffeQa o6LASdIR?2
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| decided to manually code the entire data afid not use qualitative software (i.e.

NVivo) because manual coding enabled me to immerse myself in the datacangebe

familiar with whatthe participants said. It kept me closer to the data and assisted me

later in interpreting it as an author of my analgttory. Analysinthe data occured at

the intersection of the dataset, the context of the research and my skillssasacher

(Braun & Clarke, 2022, p.11). A software package can assist but cannot itierpxatct

participant meaning. For example, it is unable to apply the qualitative analytical thinking
needed to contextualise data with the research questions. kKAofigechnologically

Syt of SR aRA théidafdddfySTEa FTONBWYSNEA2Y ¢ O dzaSa f
Clarke, 2013, p. 219; Braun & Clarke, 2022)-pMoficiency in technological qualitative
a2F061 NS OlFYy LINPRdzOS TFSSyY ARNSF&HLIZHNIGI3AR 0K F [N
(Lu & Shulman, 2008, p. 108). Furthermore, using software consumes time learning how

to use it (i.e. NVivo).

The comments irHgure (6.1) demonstrate my systematic approach to coding and
categorising the data. | committed totegorisng the codes into these three groups,

while familiarising myself with the data. | coded the data as | read it according to what

the participants said (i.e. the red comment above). Sontheoparticipant responses

reminded me of what | had readthe literature, like in the blue commenit . 28 & -G 2 YSy
FLYAf@®@ KASNI NOKFf FdziK2NRAGE@Eéd hGKSNI AYT2NH

about my earlier experiences as a teacher. For example, making judgements about
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children without finding out abduhem (assuming they are uninterested in being smart
or being the first to respond). The green codes reflect my personal experiences. Thus,

the initial codes were divided into three categories:

1 GREEMNResearcher experiences and personal reflections.
1 RBD: Participant utterances.

9 BLUELiterature.

| kept a reflection diary during the research process which became an important source
of data. | wrote short reflections after each meeting | had with the research participants.
For example, after meetirtpe children to discuss the information sheet, following the
drawing activity, at the end of group discussions with the children and after classroom
observations. Reflection diaries were also written during participant interviews and when
transcribingthe group discussions. Reflection diaries are an important aspect of the

research process (Walter, 2019).

Reflections were essential for documenting and improtheglata collection, analysis
YR (GKS NB &SI NDK fhaliftérvieNBettigdinte®/@iNgusstonsiid Jt S =
children's interactions with the researcher and the researched topic, my interactions with
the participants and my emotional perspectivesthe research (Walter, 2019). My

reflections, in some instanceserved as supporting dabf what the participants saith
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others, they were illustrative data (see Figure 6.2). Successful thematic analysis requires
reflexivity (Braun & Clarke, 2013). | made active decisions when reflecting on my living
environment, the values | believe ihetexperiences | had during the coding process of

thematic analysis and the assumptions | had when interpreting the data (Braun & Clarke,

| had the impression that their parents were busy and did not talk to their children o H Zainab Omar Attar
about the home video. For example, Daisy was very enthusiastic about producing a The children’s opinions are not sought after

video using finger puppets but her mother was too busy to discuss it. Roro did not
have the same level of enthusiasm towards recording the video and said that she did
not know where to send it. Her mother did not provide guidance to her on this matter. ‘being’ by adults.

§ K o Effective communication between adults and children
The children’s rights were at the mercy of their parents decisions. Whatever they is non-existent.
decide, the children must obey without open discussion. The children are being

perceived as, “becoming” and not as, “being”. |

Figure (6.2): Extract from the second®igroup discussion (My reflection).

The comments iHgure (62) show how | codeand categorisedhy reflections in a
systematic way. | used the same categorisations to code my reflections as part of the data
familiarisation process. For example, after listening to the girls explain their reasons for
not making a hime video and pointing out that their mothers were responsible, | wrote
this reflection. Their conversation reminded me of the literature on how children in this

A A 2N A A

NBEIA2Y |NB SELISOGSR G2 F2ftt2¢6 GKSANI LI NByI
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any @inion. This prompted me to recollect my personal and professional experiences

on how children are perceived by adults and ¥@ac&lhey occupy as children.

6.3.2.2 Second lIteration of Coding

The atasets were printed out to ensure that the codes wareaccurate representation

of the data. | examined them to sebetherthe codes applied to more than one dataset.
For example, | highlighted in orange the codes on the excitement that the finger puppetry
produced forthe children when using it. This éslad me to see whether this code was

in multiple data items. | recoded the data and merged similar codes into a broader one
code to create a comprehensive set of codes that differemtib&tween distinct ideas

in the data. These codes were applied systaltyi to all of the datasg{Braun & Clarke,
2013). The example kigure (6.3A) illustrates how the comprehensive codes (black text)
were applied to the dataset. All of the codes, for example, that degtwbehildren’s
involvement and interactiowhen utilising finger puppets were represented by a single
broader code called: (puppets excite and engage children). This procedure reduced the
number of initial codes that were generated in the firstingderation. Comprehensive

codes were also applied the three code groups (green, red and blue) &gure (6.3B).
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Q. 1) Your films were presented in front of you and your friend Sara. What impressed
you most in your film?

Sara: The finger buppe¢

Me: Do you like the finger puppet? In what ways do you like it? Raise your voice please.
Your friends and | want to hear you.

Bara: | like myself talking using ft. |

Me: You liked speaking with it. Okay what about Dana?

[Amaya: The finger puppetf|

Me: Could you please raise your voice?

| want to listen to your voice, Do you notice that my voice is high when | want you to
listen and understand me? | want to hear your voice. We are alone her and we can
talk about whatever we want with a voice level we want

Me: Yes, Sara, what did you like about your friends’ videos?

LAL"El The |ngér buppetﬂ
Me: Can you tell me why?

—_—

Jsmal: It is interesting and we were able to play fwith|it.
Me: Did you play with it at home?

Amal: Smiled and nodded her head.

Zainab Omar Attar
The finger puppet pleased the children.
Puppets excite and engage children.

Zainab Omar Attar
The tinger puppet increases self-sufficiency.

Zainab Omar Attar
Finger puppets increase self-sufficiency.

Zainab Omar Attar
Finger puppetry engages children.
The children are impressed with the puppets

Zainab Omar Attar

Puppets excite and engage children.

Zainab Omar Attar
The children like finger puppet.
The puppets please the children.

Zainab Omar Attar
Puppets excite and engage children.

Zainab Omar Attar

The puppets interest the children.

The children want to play to learn the English
language.

Zainab Omar Attar

Puppets free children from restrictions and provide
them space Lo talk.

d 113 13 J3JW3J 13

Figure (6.3A): Applying comprehensive codes to the dataset.

Q4) Would you like to draw another picture to change your position?

(Same said yes and others said no).
Me: What aspects of your role would you like to change?

Benten: Draw that | am polite and smart.

Me: You did that. You told me that you are palite in your drawing. Would you like to
draw something different?

Benten: Draw my whole body.

Me: Wow. Do you want to draw your whole bady? Why?

Benten: To show how it feels.

Me: You can do it now.

King Qatar: | would like to draw myself running and blaymg:foo all.
Me: You would like to draw yourself running and playing football in an English lesson.
Benten: | would like the same as King batad.

Me: Kai, would you like to change your drawing?

Zainab Omar Attar

Emphasis on being polite and smart.

Persanal characteristics are not considered.

I ant about sell-image.

Children are labelled according to cognitive ability.
Self-esteem: Emphasis on being polite and smart

Zainab Omar Attar

Wants to be confident.

Wanits to express feelings.

Wants to be heard

No time during the lesson for them Lo express
themselves.,

Zainab Omar Attar
Likes to run and play football: physical movement

f physical movement inside the classroom
Physical movement fsport is preferred by children o
learn,

Learning through play.

Zainab Omar Attar
Learning thraugh play.
Learning through play.

Figure (6.3 B): Applying comprehensive codes to the three code groups (green, red and
blue).
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In the second iteration afoding, | chose to combine the three colour groupings into a
single general code (black texts), as seéigire (6.3B). This procedure was carried out
when | realised that the colour code groupings had codes with comparable meanings.
The first set of coes inFgure (6.3B) can help to understand this. For example, in the
initial coding loop, | wrote down all of the various codes that might indicate tiwaat
participants were thinking, making sense of their experiertbesassumptions they
made in their éscussion and how | felt indlsituation (Braun & Clarke, 2013, p. 205).
However, in the second iteration, | reduced the several codes | wrote to a single one as
aK2gy Ay GBI ODRRE SYISKIFaAaS 2y oofthedata L2 € A
that was not coded in the first iteration of coding and my reflexive menasseded in

the second iteration. Some information was recorded differently after reading itiagain

relation to the research questions.

6.3.2.3 Thirdteration of Coding

To be famiar with the data at all timeshe transcripts were regularly evaluated. The
codes were examined to check for new interpretations and meanings. A third coding
iteration was applied to the entire dataset to ensure that the comprehensive codes
accuratelyrepresented the data. For this iteration, group colour codiag removed to

leave the codes in their original form, as displaydéguare (6.4). This was done to get

closer to the data for analysis and to maximise the qualityhefindings produced
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(colour coding might overly complicate the analysis procedure). During this fiiease,

codes were repeatedly refined atide data coded and recoded. For example, in my

second evaluation of codipf RAR y 20 O2RS g KI {idDialwmyi A OA LI
whot S o(@EERBdZNE cdPnv® Ly KSGIAKIARS YA 0ySINS Ri Al2(y
2 KSYy GYAyYy3 awl Bl2NE RA 1 MR aBd pM@ngr 2t 27, 6 Nadistiyg A y 3
usingdl KS i 4 2 Phy@igaRiBaeentt spoifootball is preferred by cliren to

f S NY ¢ mingR NRfd&EIK LX | @ ¢ @ Ly ,la&ided thekchdd, R O2 R.

z

AIKeaAOFt Y2@0SYSyid Aa tAYAGSR Ay GKS Of

ax
ax

meaning of whatvassaid during our discussion (Braun & Clarke, 20&8gntually came
to believe that interpreting the data in this way was necessary. For example, adding the
O2RS GLKeaAOlIt YRRSYQHIiaaANME XWNEYAAISR IKAyOf 234

expressing.

Q4) Would you like to draw another picture to change your position?

(Some said yes and others said no)

Me: What aspects of your role would you like to change?

| n Zainab Omar Attar

|Fh-enl(-'n: Draw that | am polite and smart | Self-esteem: Emphasis on being polite and smart.

Me: You did that. You told me that you are polite in your drawing. Would you like to
draw something different? |

H Zainab Omar Attar

[Benten: Draw my whole body. Children need sttantion

Me: Wow. Do you want to draw your whole body? Why?

Benten: To show how it feels|

[king Qatar: | would like to draw myself running and playing football|
Learning through play.
Fhysizal movement is limited in classroom.

Me: You can do it now. ‘

Me: You would like to draw yourself running and playing football in an English lesson.

|Ijenten|wou|d like the same as King Qatar'_'[ """""""""" ‘ H Za'n?h Omar Attar )

Me: Kai, would you like to change your drawing?

Learning through play.
Bhysical movement is limited in classrcam

Figure (6.4): Third coding iteration: Applying caehpnsive codes to the dataset.
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6.3.2.4 IntefRelated Reliability

After completing the third coding iteration, similar codes were grouped together, some

were refined and some codes were removed. A codebook (see Appendix F) was produced

for inter-rater reliability. Some data items were forwarded to a fellow PhD student and

a PhD lecturer at Qatar University for them to assess the relevance of the codes | had
produced in relation to the comprehensive codes and research questions. Sending the

data items tothe researcher(s) for checking the coding of data was to increase the
credibility of the analysis being done for the research. The PhD student was in agreement

with the codes | had produced to great extent. The PhD lecturer was 90% percent in
agreementand suggested that new codes could be added in relation to the research
guestions (Denzin & Lincoln, 2018). For example, in the thir@ goyup discussion,
GaSOdzNAé¢ YR da{é¢> RSAONAOSR (KS LXI& aArdc
sayingd taised my hand to play with the gun game, but the teacher did not allow me to

I yagaBdNEL NI AaSR Y& KFIyR (22 o0dzi akKBidRAR Y+

boy® group discussion, p. 2).

¢KS fSOUGdzZNBEN) adz3asSaid SR nitkeépendirySo chilgréghS R | &
LINSFSNBYyOSaé¢ d | SNI Nahioslgh yhito hddthedEngiish fedcheis A G 3
conceptualise children's rights in the classroom. | was in agreement with her and went

through the entire dataset, coding any data that | had pretviously coded on this
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matter. Further discussions were on interoperability and whether the codes concerning

the rights of children and teachers were grouped together within the same group.
Following the discussion and after further analysesv intergetations emerged. The
GO2YRAUGAZ2YIE L& O2RSY 0 $imelid2atatabls childseik & 2 dz

~

cangoouttoplayandcompleieK S 6221 G2 LXIFe& F 3AFYSéE oI &

~ A

9yItAaK {LISFIIAYI {iINI 6 EAXRABYIKFRS ¢ 52 OKK 82

The final step in this phase was to compile all of the coded data. All data extracts where

the codes exist in the datasets are listed under each individual code. Table (6.1) illustrates

some examples of coded datatbe (30 O2RS&a FTNRY (K OKA

P

N5y

B
NID |

(0p))

GSIFOKSNEQ AYUSNBDASsa |yR OfLaaNB2yY 204
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Codes Physical movement /spefbotball is preferred by children to learr

Hierarchy of authority

Puppets excite and engage children

King Qatar: InterruptedOmar sayingl drew three boys; one is happy one is
sitting politely and one is playing sport.

Benten This is my brother and | am playing football with him.

King Qatari love doing sports.

King Qatar | would like to draw myself running and playiogtball.

Me: You would like to draw yourself running and playing football in an Englis|
lesson.

Benten: | would like the same as King Qatar.

(First bo® group discussion)

Interviewee: Yes, the specialists. For examplg
youwillfindinallthe@K2 2t & G KI @
specialist supervises have the same policies.
KSNJ a0OKz22ta F2ftz2¢ U
coordinator, all of us here as teachers in this
school and all teachers in the kindergarten
building have to follow the sameategies and
the same rules. We are following her policies

o{rtfteqQa TFTANRG AydSNJ

Interviewee: Yes, they do. | have a puppet call
Gb2N) ¢ ® { KS [G&kedBer |

In the textlbok, we have four main
KNI OGSNBET (62 o224
I &al y [BhfRppedfthk god
L Ydzad aKz2g &2
Gb2N} ¢ Ay (KS G(SEio?2
throughout the entire book. By chance, the,
puppet | have also wears a green dress. | callg

0
I

KSNE dab2 N} ¢ ¢CKAA A&
tKSe t20ST ab2Nl oé L
Gb2NI} é¢ Ay Ofl dao L di

It really attracts them when | embody this
character in my lessont i$ fun but does it really
help them learn English? It engages them. D

Ad KStL GKSY G2 &aLISI
yet.
6aldlQa FTANHKG AyidSNDA

Roro: | drew a boy playing football.

Me: Where is he? Show me the boy please.
Roro: Yes, andhis is me.

Me: Are you playing with a boy? Who is that boy?
Roro: He is my brother.

(First gii® group discussion)

Interviewee: No, you do not have the choice t
not follow. It is not your choice. You have the
curriculum, you have the guidelmand you will
prepare your lesson plan according to this. T
Coordinator will check your lesson plan, she v
give you feedback and then the Specialist will
attend your class. She will also give you
comments.

6aldlQa FTANRG AyidSNBD)

XR:1 liked thecharacters.

Me: Smiled You liked the characters your friend
created in their roleplays.

XR:Nodded his head with a smile.

(Second ba® group discussion)

Me: Yes, it takes a long time until it finds where the rabbit is hiding. Benten,
you tel me what you like most in your video?

Benten:The speech.

Me: Which speech?

Benten: Basketball.

Me: Basketball? Do you like playing basketball?

Benten: Yes. He nodded his head in agreement.

Me: What else?

Benten: | like basketball.

The teacher asked a boy to ask and answer §
question using his finger puppet. The boy as|
and answered correctly, but answered
differently from the answer provided in the
GtSEGo22]1 aleé&ay3as aard
real time aswer based on current weather an(
not the weather described in the textbook. Th
teacher corrected him by asking him to say th

answer as it was written in the textbook. The

Sara:lt is beautiful and interesting and we were
speaking English using the finger puppet.

Me: Yes Amaya.

Amaya:lt is fun and interesting and it helps us ti
speak English.

Amal: It is interesting and helps us learn English

(Secod girk@ group discussion)
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(Second ba® group discussion)

textbook said that said it was cloudy and the k
said this.
(First bo@ classsom observation)

After reviewing the vocabulary, the teacher
distributed the finger puppet to the six boys
who were in the class. Some of the boys
decided to change the puppet she had given
GKSY® aL R2 y2iG KI @S
(Secondoy@ Classroom Observation)

Daisy Do you know why | do not like story time
In each class, the teacher asks me to read a
story with a different friend. | want to read the
A02NE SAGK Y& FTNASYR

(Second gi& group discussion)

King Qatarl felt thatenjoyment when | use it.
Me: So, when you enjoyed, you learned.
MS Yes, | enjoyed. It was nice.

(Third bo@ group discussion)

Nora: | liked it.

Me: Okay. Why did you like it?

Nora: It was fun. She answered in English.

Me: Okay. Nora said it was fuwho is else wants
to tell me? Sara did you like it.

SaraYes.

Me: Why did you like it?

Saralt was exciting.

Me: How about Amal?

Saralt was interesting.

(Third gir& group discussion)

Table (6.1): Examples of extracted data collated for ttodes.
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6.3.3 Phase Three: Creatihg Initial Themes

This phase beginghen all appropriate datasets ¢hdeen coded and collated and a list

of distinct codes identified. The emphasis has changed from individual data item analysis
within the datasetto aggregated meaning throughout the datasets. | reviewed and
analysed the coded datasets to see how the different coodelsl be gathered to shape
meaning for themes or sdihemes. This involved combining the codes that shared the
same meaning into one de and having some codes turned to represent a theme ar sub

theme (Braun & Clarke, 2006, 2013).

Themes do not exist within the data waiting to be discedvéry the researcher. The
researcher must actively engage with the data to establish relationseip®en the
various codes and prov®w these relationships construct a theme or-¢ubme. The
development of the most salient ideas from the codes is not dependent on the quantity
of codes but on the meaning that these codes generate in relation toesgwanch
guestions (Braun & Clarke, 2013). Themes should be distinct from one another and in
some cases, at odds with other themiasprderto create a coherent and clear image of

the dataset. | was aware of the possibility of excluding codes or poteetia¢s that did

not address the research questions. | created a miscellaneous categdrichto keep

all of the codes thatid not appear to fit into any of the potential themes (Braun & Clarke,

2013).
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The agoing analysis meant that sorokthe codesbecame part othe existing themes

whilst others were removed from the process. For example, under the miscellaneous

P

GKSYS>: (KS O2RS GOKAfRNBY o0dzAf R NI LILERZNI ¢

GKSYSZT GNRIAR aeaidSy LISThB doddwasSrioved tétBe fiStR dzO |
theme because it fits with the analysis that revedled OK A f RNBy Qa @2A0Sa R
attention from teachers because they are overbuetty the MOR @Ministry of

Education) demands on them. In this case, thidm@m seized every opportunity to share
information about themselvesheir classmates and family members. They interacted

with me as if | were a close friend with whom they may discuss momentous occasions

with. At the completion of this analysis phasiJeloped a thematic map that illustrates

the themes that emerged from the collation of related codes. Figure (6.5) représents

initial themes and suthemes.
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Figure (6.5): Thematic map showihgfive initial themes and their stthemes.

6.3.4 Pase Four: Reviewing the Initial Themes

To increase the authenticity of the data analysis process and to ensure that the themes

appropriately reflected the data, | separated them into two categorises; themes

generated from the research questions (dedwgtiand themes that emerged from

within the codes produced frothe data items (inductive) (Hennink, et al., 2011). Careful

analysis othe participan@ discussions extended beyond their detailed accounts.

developed into an interpretation of how whdiey said related to the research topic

being investigated. This was completed to strengthen the themes that were produced
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(Walter, 2019). All themes are derived from the research questionthartthta was

written at the centre of the paper and data iterat the side (seBgure 6.6).
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Figure (6.6): Initial theme review.
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The dildrenQ group discussions were organised according to phases on tHeleft
side of the paper. he teacher interviews and classroom observations were written on
the right. Each datasetvas linked to the research questions and appropriate themes.
Visualising the themes (cois were used just for illustration) in relationtte research
guestions and datasets helped to identify links betwé®sn themes and research

guestions Table (6.2) below clarifiegyure (6.6).
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Children’s Data

1) Drawing/First Group

Discussion
Answer Lhese R.Qs:

1. How are the rights of children
conceptualized by the
primary English teachers that
are part of this research?

2. [aHow would early years
children in Qatar like to lear
speaking English as a foreign

\

lhemes are Generated from
the Research Questions (R.Q)

Teachers’ Data

/
/

> * Children's Rights (from
children’s perspectives
and teachers).

e learning English
{Preferable Ways),

* Forming Teaching

1) First Teachers' Interview

Answer these R.Qs:

~ 1. How are the rights of children
conceptualized by the
primary English teachers that
are part of this research?

/2_ In what ways arg aer can,
teaching strategies in Qatar
be informed by the voice of
children and teachers?

Strategies
language? / 8
2) Video/ Second Group * Finger Puppetry \ 2) Second Teachers' Interview
Discussion f f \ swer these R.Qs:
Answer these R.Qs: iemes that are Generate! 1. How are the rights of children

2. Inwhat ways are and can,
teaching strategies in Qatar
be informed by the voice of
children and teachers?

2. faHow would early years
children in Qatar like to learn
speaking English as a foreign

/

3. /bHow do the children
perceive the use of puppetry
in English at home?

Key:

/Z

from the Data

o Children are “Being”.
All data are connected
to this theme,

® [earning System

&  FExperiences of Learnin

\
»’é\

English Speaking

conceptualized by the
primary English teachers that
are part of this research?
How does the
implementation of puppets
into the classroom influence
children’s invalvement and
attention at home?

<
/

2 R

3 :T;]iujfzb the {ngldlt\‘l]' . / Data from Children and Teachers
implementation of puppets o Emotional \ Classroom Observations
into the classroom influence Connections swer these R.Qs:
children’s involvement and o Hinder Y 1. How are the rights of children
attention at home? o _— conceptualized by the

3) Seek Feedback/ Third Group Creativity primary English teachers that
Discussion s  Play-Based Pedagogy. are part of this research?

Answer these R.Qs: =3 How does the

implementation of puppets
into the classroom influence
children’s involvement and

attention at home?

The black arrows point to the "Children's Rsgitheme. The yellow arrows point to the "Learning
English" theme anthe maroon arrows point to the "Forming Teaching Strategies” th&ine.
dark blue arrows point to the "Finger Puppetry" theme, the orange arrows point to the "Lear
System" theme, th green arrows point to the "PlBased Pedagogy" theme and the pink arrow
point to the "Experiences of Learning English Speaking" theme.

ning
S

Table (6.2): Initial themes review.
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Each data item6 0 SI OKSNJ AYyUSNWASgas OKAfRNByQa 13
observations) was analysed in connection to the relevant codes and research question(s)
to assess the weight and richness of the candidate themesHger 6.7- second

teacher interviews).

The tS I O K S Nikrna claBskfiédland placed irtfee initial themes¢K A f RNB Y Q& NX& :
0SFOKSNDa Lihaskd psdagodydibgerpuppéttsache evaluation and
teache@struggles in teaching speaking)he ©des associated with a particular theme

(i.e. finger puppetry) were placed beneath the name of it. For exatmglesodes

attributed tothe teacheQvdewpoints on children's riggwere located under the theme

YIEYS bHbOKAfRNBYyUa NRARIKGAED {BYS8SR2RISRI 83H.
FYR i3l MIWNAES Ay Bk il xhgnaes drd diitkdd Anyfed eyt

and initial codes in blue. During this phase, alhtidal codes in the dataset were

allocated to the appropriate theme. Figure 6.7 is summarised in the table that follows.

Page |192



Figure (6.7): lllustrates ha¥ve themes materialisgfrom the groups of codes.
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T. Second Interviews

This interview answers these research questions:

1. How are the rights of children conceptualized by the primary English teachers that are part

of this research?

3. How does the implementation of puppets into the classroom influence children’s
involvement and attention at home?

Children’s Rights —teachers
perspectives

Play-Based Pedagogy

Finger Puppeltry- Teachers'
Evaluation

Children have little
oppartunities in Eng. Classes.
Children do not practice
language in classes because of
time limitation.

Limited time for children to
practice speaking.

Reema realizes children's
perspectives about puppets.,
Teacher belisves in children's
OpIRIcns,

Children have the right to
move from their places.
Children have the right to have
sacial relationships in classes.
Children are restricted.
Children’s rights are little in
classroom.

Children are dependent and
independent.

They need guidance to
become independent.

T. perceives children as
dependent/independent from
acadermic standpaoint.

Adults are the reason behind
making children independent
or dependent.

Teachers nead to be
acknowledged about
children’s intellectual abilities.
Teachers are responsible to
educate children about their
rights.

Teachers cannct increase
children’s right in the
classroom.

Chuldren’s right at the bottom
of educational proprieties.
Children are subjected to
unrealistic expectations from
adults.

Adults do not accept mistakeas
in children's performance.

Teacher's presenice in class
restrict childrean’s space and
freedom.

Children are independent
human. They are creative.

Flay is used to refresh
children.

Play is limitedly implemented
in English classes.

Because of Cowd-19, children
are stuck on chairs, seated in
lines and contral ower children
has increased,

Liritation of teaching
materials.

English classes look like high
schools.

English classes are boring,
Classrooms become worse
during the pandemic.
Children’s rights to move and
have space is restrictad during
Cowid-15.

Fun element is not shown in
classes.

The M.O.E. textbook does not
recognize play.

Play is limited in claszsroom,

leachers Struggle in
Teaching Speaking

Feema struggles in teaching
spezking,

Reema has a problem in
teaching speaking.

She is uncertain about the
suitable acrivity to use when
teaching speaking.

Teacher is restricted to time
framewaork.

Time is limited in classroam.
CPD is little for teachers.
Teaching speaking strategies
need to be developed.
Teachers are struggling,

Children are struggling.

Teaching speaking is
challenging for English
teachers.

Learning process is disrupted.

Fingar puppets attract
children’s attention, keep
them busy, ‘I;lvg‘lﬂ‘lhem
perscnate different
characters, enjoy children and
make them have fun.

Puppets please children,

Puppets print a smile on
children’s faces.

Puppets help children be
creative,

Puppets enable children to
speak spontaneously.

Puppets help children to go off
the conversation topics.
Children like puppets.
Puppets can be used when
children are quiet.

F. puppetry engages all
children at the same time.

F. puppetry suits all learning
style,

Puppets kesp children busy.

F. puppets allow all children to
participate.

F. puppets ease children's
learning.

F. puppets involve children
maore than other strategies.

F. pupnets are perfact,

F. puppets are perfect to teach
speaking.

F. puppetry encourages
children’s independency.

F. puppets initizte social
interactions between children.
F. puppetry reduces the
shyness for some children,
Fuppets allow children to talk
about their experiences.
Fuppets enable children to
talk about thair lives.

FPuppets inspire children to

reflect their own lives,
Puppets enzble children to be
proud of themselves in front
of their families.

Using puppets at home was
positive for children in
providing space to say what
thiey prefer.

Table (6.3): Single data set analysis with retes@des and themes.
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This phase othe thematic analyis entailed fine-tuning the themes produced. It is
concerned with establishing which themes/ahbmes are appropriately authentic.
Each themewas assessed to make sure that itdhsufficient data tosupport and
represent it and that it conneetl with the research questions (Braun & Clarke, 2006).
Braun and Clarke (2013, p. 226) recommémat the researcher considers specific

guestions when refining themes:

1 Is this a theme oris it just a code ob4beme?

1 What is the quality of the theme? Does the central organising concept tell me
something meaningful about a pattern in the data in relation to my research
guestion?

1 Can Il identify the boundaries of this theme? What does it include and exclude?

f IsSKSNB Sy2dzaK YSIyAy3IFdzZ RIFGF G2 &dzLILJ2 NJ

1 Is there too much going on in the theme so that it lacks coherence?

1 Is the data too diverse and widanging?

1 Would using sutthemes resolve this problem?

1 Should it be split inttwo or more themes, each with their own central organising

concept? (Braun & Clarke, 2013, p. 226).
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There are two key considerations when refining potential themes. The first is the
coherence of the data items and codes that form each theme or subtlieimassumed

that themes/subthemes add to the overall meaning of the research if the data items and
codes form a logical pattern. The second requires the researcher to evaluate each
theme<Yelevance to the dataset. €themes are evaluated accordingwibether they
providea proper interpretation of data in relation tihe research questions (Braun &
Clarke, 2006). The aim of theme reviewing is to ensure that the data items and codes are
effectively combined to form a theme and that the theme is appatgly contributing

to the interpretation of the dataset (Braun & Clarke, 2006). It can be discovered that it
IS necessary to restructure some of the themes orteeines by adding or removing
codes or themes or sdimemes. Figure (6.8) shows the findlematic map that

represents the themes and stibemes.
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Children are ‘Being’ in their Finger Puppetry Inspires L earning
Worldin theirWay But is Tedious

Rigid System Penetratesthe
Education Process

/ o >

| Teaching English- Speaking Teachers Neither Have Voice nor
Strategies Do They Give Voice to Children
Children’s Preferable
Way of Learning Limited Play-Based
Pedagogy
[ Themes
CD Sub-themes

Lateral relationship between themes and sub-themes

> Hierarchal relationship between themes

Figure (6.8): Final thematic map showing five themes anthsufes.

It is common practicén this phase for codes and themes to be altered or deleted to
produce the most accurate interpretatioof the data. Some activities previously
performed during analysis may need to be repeated. It may be necessary to recode some

of thedata items, combine codemyddeleteor promote codes as stthemes or themes.

C2NJ SEFYLX SZ L AYyRAMARNE BQEIzAIONRE FISKNS yOSRS 2 ¢
between the boys andgifls ! FGSNJ NBGOASGAY I | IGdeiBed@@RS A |V
Y2NB | OOdzN> GS G2 NBO2RS Al Fa GaOKATRKRNBY I
When | reexaminedthe data itemsthat exploredthe OKA f RNByYy Qa SELISNA Sy
finger puppetry| discovered that children attributed a different value and meaning to

the data than | had codedThe K A f RNBEy Qa4 RSAONALIIA2ya 2F Lz
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which is indicative dd highcognitive ability. For example, they recognised the need to
changetheir tone of voice when acting out a character using puppets. | reciheed

OKAt RNBYy Q& SELISNASy OBexd Gilz NSIFE SeOGa (&KSRNR (ids
preferto expressk SYa St gSa GKNRBdJzAK LX Fe&é FyR GRNI Y
FYSYRSR YR 06S0OFYS GOKAf RNBYyQa O23yAGAGS |
¢tKS O2RSa AGOKATftRNBYQa 2LIAYAZ2ZYya INB y2i TN
spacetoexBada 2LIAYA2Yyad AYy OikKBENPEIKA A RSWN i KB
GSNBE O2Y0OAYSR G2 06S02YS 2yS O2RS> aft AYAUSF
LINE Y2 (S (t&aSherin&itSelHavewbice nor do theyjive voice tocK A f RNB Yy ¢ | 2
they provided similar meanirgg Different interpretations were apparent whtre code

analysis was completed.

After putting all of the codes with the appropriate themes, | growpgaodes that were

similar together. Some of the same codes were initiallyegladth many themes but

were eventually moved to the most closely related themes to produce the most accurate
interpretation of the data. For example, the code "conditional play: be polite and you can

go out to play, complete the book to play a game atiché is available you can go out

G2 LXlFeb OFy | LLiSdcHinpEdgiishstebkingstKNel (1KBAYSSA ¢a | Y R

R

w»

0 KS (tedeheSneither havevoice nor do theyive voice tochildrené L RS OA R
Faalk OK A ( teheisreithal BavetokeSnorddo theygive voice tocK A £ RNB Y €

theme because it was the closest fit. The challenge in providing free play is primarily due
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to the limitation imposed on applying rights in classrooms for both teachers and children,

NF 6§ KSNI G0 KIy Wiy toadly cordfiondd glay.R S a A NJ

The candidate su KSYS&d AGKAYRSNJ ONBI GA@AGEE | YR aS
curriculum (teacher- content SY JANRBY YSY G0¢ 6SNB NRGI t dz ¢
accuracy to form a sdineme before they werereconsideed to becoded under the
0 K S Yigld systempenetrates theeducationpNB OS a & ¢ ® ¢ K$hen@s gldRA Rl G S
not have sufficient meaningful codes to become-témes. Other suthemes were
evaluated and revised aftarconsultation with Braun and Clatk& O H A Mo U  |j dzS & G 7
subthemes were examined in relation to the meaningful data providedthiy

participants. Refininghe candidate themes heightened my concerns abitwat sub-

GKSYSao Ly LI NIAOdz I NE bf S| Nayfdryiufateddby 3t A & K
G§SIFOKSNE FyR OKAftRNBY @2A0Sa¢sx aiGSIOKSNA
aSyasS 02NBREO®

It was challenging to defirtbe boundaries for the sub theme, in relation to Braun and
Clarke's (2013) refining themes questions. Fangte, | discovered varying meanings
GAOGKAY GKS (KSY-SLISIGISAYOK A § @NIOWEHes ket | YR A
therefore lacked coherence. Its stiiemes were extremely thin and topical, rather than

thematic aspects of the data. The dhbmes dd not accurately represent the dataset
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which prompted me to revisit my analysis to generate new data interpretations. The sub
themes of the theme were deleted because the informative codes used were unable to
effectively form suihemes. The redefined sutbK SYSa 0 SOl Y aseédf A YA G S

LISRIF3238¢ YR GOKAf RNBYQad LINBFSNIofS gl & 2

It is important to document the modifications made durihg thematic analysis. For

significant modifications (for example, removing athidme), an explanatiowhy it was

necessary can be provided. To enghed the most relevant interpretation of the data is

captured a revised thematic magan highlight the key aspects of the data in relation to

the research question(s). Finally, the themgghts are identied but not applied” was

amended and refined, as were its dhlemes "children's voice is silent” and "teachers
YSAGKSNI KI S @2A0S y2N) IAQS @Y2A0S (2 OKAf |
did not provide a meaningful depiction of the data.siibtheme, "teachers neither have

a voice nor give children a vojteas more informative to replace the therbecause it
demonstrateda thorough comprehension of the data represented by the participants

and answeredhe relevant research questions (s).

6.3.5 Phase Five: Defining and Naming the Themes

This phase begins when the thematic map is completed and finalised. It is the researcher's

responsibility to "define and refine" the themes by identifying the essence of each theme
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and determining what da aspects each theme captures. Tisisaccomplished by
referring to the collected data extracts for each theme and organising them into a
cohesive account (Braun & Clarke, 2006, p. 92). Each theme atitemdis analysed

with respect to the dataset armgsearch questions.

The goal begins to determine the story that each theme tells. All themes should work
together to build the overall story of the research in connection to the research
guestions. It is essential thatd theme names be concise, snappmemorable, and give

the reader a feeling of what the theme is about (Braun & Clarke, 2006, 2013).

| categorised the codes into five primary ther(fégure 6.8):

1) Rigid system penetrates the education process.

2) Teachers neither have voice nor do they gmiee to children.
3) Teaching Englistpeaking strategies.

4) Finger puppetry inspires learning but is tedious.

5) Children are'Beinddn their world in their way.

The themes were named based on the most prominent information providetthdoy
participants (the ades). Each theme has a distinct set of codes that make it unique. The

next section discusses the scope and boundaries of each theme.
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Themes: Scopes and Boundaries
1) Rigidsystempenetrates theeducationprocess

This theme provides answers to the first rasbajuestion. This central theme highlights
the lack of controlhat participants have because of the rigid education system in which
they live. This rigidity pervades every part of the educational prdtéssts the'¥pac&

that the participants (chdren and teachers) have and strengthahs hierarchical
authority. The rigidity of the system requires both teachers and children to follow a
prescribed plan with little room for them to apply their ideas in the classroom. It reduces
and in some caseslimminates opportunities for learning to occur and makes school a
place that does not meet participant expectations. This theme significantly influences the

other themes.

2) Teachers neither hawmice nor do thegivevoice tochildren

This theme provides awers to the first research question. It highlights the extent to
whichthe voicesof both children and teachers exist in the school environrdeettoits

NA 32 NB dza & (i NHz@acHeksRhdithet Have volck ivdd théy give voice to

OKAf BidBIEaaSa Gg2 FILOSha 2F @O2A0Sd ¢KS FA
a0K22t aeadasSy FyR loAftAGe G2 O2YYdzyAOl 4GS
awarenessaheOKA f RNBSYy Qa4 NAIKGA YR @2A0Sa FyR (K

by teaches. This is a dichotomic theme. On one handetli® thed S OKSNR&a f I C
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recognition othe OKA f RNBy Qa NAIKGA YR 2y GKS 20KSN

children who perform well academically.

3) Teaching Englisipeakingstrategies

This theme videsthe answers to the second research question. It captures the scope

of stereotyped speaking strategies used by English teachers and their consequences on
OK A f R NEB gtieativary &etvéeh posditive and bored. It highlights the way children
wouldlike to learn English speaking and how teachers struggle to teach it. It explains how
the teaching strategies used limit the usleplaybased pedagogy in Englistnguage

classrooms.

4) Fingempuppetryinspiredearning but isedious

This theme provides awers to the third research question. It refletiie participant
perspectives bfinger puppets. They varied frogpositive to negativewhere everyone

was excited, overjoyed, and a little bored. It reveals that finger puppetry is an effective
teaching spaking technique that can captivate the majority of children and be modified

to suit particular preferences.
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5) Children aréBeingIn theirworld in theirway.

This theme emphasisése children's status as a distinguishing feature (being). It reflects
the school community perception of children &fecomingand the children

demonstrating who they are Bieingdn their world in their own unique way.

6.3.6 Phase Six: Producing the Report

The thematic analysis is concerned with demonstrating the saufpeach theme
produced in the research process. was completed to convince the reader of the
complicated story about the datand of the worth and validity of the study findings
(Braun & Clarke, 2006, p. 93). Writing the analysis report is part ah#iigsis process

as a whole and necessitates a recursive approach as with the previous phases (Braun &
Clarke 2012). For examptke codes and themes were refined and evolved throughout

the analysis phasé&he dtasets were revisited and -svaluated andchanges were

documented and updated in the report to reflect the evolution of the findings.

The meaningful themes, logically related to one another, create a compelling story from
the data. When appropriatethe themes expand on previously publishecerties.
Internal coherence is maintained to be able to tell a st@ode story when separated

from other themes (Braun & Clarke 2012). | chose to present the "rigid system penetrates
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the education process" theme first because it prosmmntext for the reearch findings.

It servesas the basis for each participant account and higldjggnticipant practices and
attitudes in the school system. ltaslrs attention to ¥pacé&within the classroom and the
influence of hierarchical authority. It provadean indght into the learning
environmentand includeghe teacher reflections on their teaching practices in a rigid

and inflexible system.

The theme shows how children experience learning English speakmdQatari
classroom. It highlights Qatar's educatibeystem and providesbackgroundon how

the children's right to participate (vorg their thoughts and perspectives) in matters
related to their learning is conceptualised lbyth their teachers and the education
system. The theme reveals that teacherthin the rigid system are under a controlled
top-down hierarchy. The children are at the bottom of it and are aware of its authoritative

7 A

structure. The theme serves as goiglpostfor i KS ySEG GKNBS (KSYSa:
OKAf RNBY Q& NAdigha KIS (0AlySE OK & M3 SOIA S & ¢ I YR
LddzLJLISGa Ay OflFaaNR2Yéd ¢KS aidSIFOKSNA | yR
reportedon because it explaghow constraits affect teaching English speaking and the
implementation of finger pupi NBE ® ¢ KS FAYlIf GKSYS> GOKAfR
intheirwaye ¢l a AYOGSYyRSR (2 06S AYGNRBRddzZOSR | & Of
perceived by society, schools and the children themselves. thé&lit wasbetter to

report on this themeas part of the othethemes where it was necessary to draw
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attention to the status of children and their real gedfrception. This was particularly
significant because the themesrerevisedto reflect the rights and perspectives of

children in the envanment in which they belong.

6.4 Summary

This chapter hdhdetailed the approach taken to analyse the data. My point of wiasv
included throughout the research process. A reflexive thematic analysis approach was
used to analyse and interpréte partidpant®@ viewpoints, beliefs and experiences. A
systematic procedure identifiethe emerging themes that were refined across the

dataset.

Exploringand reflecting on the practical considerations othe children and English
teache® voices in this studgtrengthened the interpretative process. It provided
insightinto the use of finger puppetry as a teaching strategy and the rights of children
and teachers in the classroom. | examittezgichoices | made durirlge analysis and the
influence they would &ve on the findings of this study. Linkwith the previous
chapter, | kept a record dil decisions made to maintain qualitative rigor. Braun and
Clarke (2006) explain that the analysis process continues thilresearch is being
written up. The s$udy findings dew on the thematic analytical framework and are

presented in the following three findings chapters
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/] KFLIXGSN) { S84 ! VI teaakaze2 ! yYRSNERGFYR GKS
in Learning EnglisBpeaking

7.1 Introduction

The fndings are divided into three chapters to maximise understanding. Chapter seven
is the first chapter and it analyses the education system in Qatar that operaté®ols.

It evaluates the authority, flexibility, stability and space thatteachers ancthildren

have in the classroom to run the teaching and learning process. Beginning the findings
with this chapter provides the reader with the holistic context whkeschildren are
learning. Itgivesan insight into an environment wherthe teachers rélect on the
teaching instructions used withe children in the classroom in relation to the system in

which they are operating.

The second chapter analyses the teaching speaking strategidbdttatiglish teachers

implement to teach children in relan to playbased pedagogy atdeOK A f RNBy Qa @2
It discussethe OK A f R NB y Qsawithxhy str&tégleCainditifely proposed strategies

to learn English in a more enjoyable way. The third chapter facitit@eaderstanding

of the influence ofinger puppetry othe OKA f RNBYy Qa Ay @2f @SYSy G |\
speaking lessons. The findings providettom-upQanalytical perspectives frorthe

children and teachers on the use of finger puppetry as an intervention. Diagram (7.1)

depicts the thre chapters in sequence.
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The Education System
in Qatar that Operates
Schools: Teachers and
| KAf RNBYyQad {dFyRLRAY(G®

Diagram (7.1): The three findings chapters.

¢CKAAd OKIF LIISNI | RRNB & a Skiow A& & Iright® Kf childizpa G A 2 v
conceptualised by the primary English teachers that are part of this re8earch i LIN2 @A R
an insightinto how the children experience learning English speakinthénQatari

classroom. It unpacks the background on Hbe children's rights to participate in

matters related to their learning and voice their opiniemgonceptualised byheir

teachers andhe education system. The chapter reveals how the systBuences the
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practices that teachers maintain within school, the classroom and the impact it has on
the children. This chapter contains two sections to address the first research question.
The fir$ section addresses th@ducation system in Qa@and the second section

addresses thé&ights and voice of teachers and children within this sy$tem
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1) Part One

7.2 The Education System in Qatar that Operates Schools: Teachers aSdyCaikir
Standpoint

This section draws othe data collected fronthe participants on their dayo-day
experiences in the classroom. The participants articditétteir opinions and points of

view regarding the educational system. To strengttmenunderstandng, | conneced

the data to pertinent literature, my own experiences as aneaxly childhood school

teacher in this systemand my current role as a Senior Professional Development
Specialist for teachers. This section discusses specific featuresedtitaional system

that governs government schools (authority, inflexibility and instabilitig)s@dtionalso

reveals how it affectthe teache® teaching practiceshe OKA f RNBy Qa Ay @2t @

how it shapeshe experiences of learning English spegk

TOPHOM {eadGSYQa | dzii K2 N GOo&n Appyoach SEAO AT AGE |y

G NBAUGNAROGSR o0& (GKS FNIYSGH2Nl P wX8 @2dz R2

your choice. You have the curriculum, you have the guidelines and you willyoepare

fSaazy LIlIY bOPBENRAYAANBIIGKYESNDASGES Lot 4
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The data collected from the English teachers, Maya and Sally, shows that they are
subjected to a tight and regimented system. The majority of the teaching practices they
engage in vih the children in the classroom are determined and approved by those in
charge of them in the educational systdime(mordinator, who works ahe school and
supervises teachersyho mediates their duties and tasks and participates in assessing

their peformance. The Ministry of Education (MCEpgcialist who works for the

Ministry, visitsthe schools periodically to monitdhe 4 S OKSNAUY | yR 022
performanceandcompetencesand evaluates them). The quote from Maya reveals that

she feels unabl® decide what to do to teach English because it is out of her hands. She

is only able to do what is required of her by following the instructions in the guidelines.

This indicates that a teacher's personal ideas and experiences are not valued in the
teaching design. Similarhel vy t @ aA ad 2F { I ff&Qa GNJFyaONR LI

from the topdown through the Ministry Specialist and Coordinator to reach her:

Salya oddd68 &2dz gAff FAYR Ay |ff uUekiesamOK22f &
L2t AOASa® lff KSNJ aOKz22fta F2fft2¢ 0GKS al Y
teachers in this school and all teachers in the kindergarten building have to follow the

same strategies and the same rules. We are followinggherp @3 6 &€ 8 Qa FANE

p.7).
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A N

¢ KAa EOSNlLJ aKSRa fA3IKG 2y {lftfteqQa fAYAG:
English as a second language within the educational system she works in. Authority within

the rigid system is transferred fratme top to the bottom by the MOE Specialist to those

who teach the children. The Ministry of Education appoints a specialist to each school to
supervise curriculum implementation artie 4 S OKSNIDa (JreYMIE(GI Sy OS:
Specialist ensures adherence to therculum and makes sure that all teachers follow

the guidelines when teaching. The Coordinator follows this up with her teachers. Both

the Coordinator and MOE Specialist must regularly refer to the MOE policies and strictly
FRKSNB &2 K Sxpepientes SignivBhAKk&E@OLI p.188) investigation

into the challenges of the Arabic reform. She explains that the educational system in Gulf
countriesinvolvestop-down strategic policies that govern the national schools. The
authorities that impment topdown educational policies disregard practitioner opinions
regarding viability, responsiveness to the policies and the requiremeristiofthe

schools and children. The authorities force practitioners to implement the policies

(Akkary, 2014).

Qatar follows this approach but hopes to decentralise the system by empowering-school
level practitioners with increased decisioraking authority (Brewer & Goldman 2010).
Romanowski and Du (2020) argue that Qatatil now, hasfollowed top-down polices

to improve he teaching practices anthe OK A f RNB y Q &s. Teathiérs BadeSor Sy (i
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follow and implement the toplown practices into their classrooms. Maya echoed this

idea:

a I & [Ths isitheir belief. Even though, regardless of your objectiveseygnirdy to
follow the textbook and you are going to follow the guidelines. Regardless of your
objectives and the way you write them, you are going to introduce the new words. You
are going to introduce the new texts, either reading texts or listenitsg yexi are going

G2 KIFI@S Of2adaNB | i0aKEI Q¥ RTARBIKSYHSHABDR G B>

Ly ylFfeara 2F alél Qa GNIYAONARLII KAIKEAIK
LIN} OGA0Sa IyR LRfAOASEA (KS are noylisténédNdandh Y LJ2 & ¢
they are not able to utilise their own plans and objectives in the classroom. This means

that teachers are restricted to following predetermined teaching practices, textbooks

and guidelines. It is an inflexible environment wherecd teaching techniques are
SYyT2NDOSRD al & [t@the® isOhS Niatie foNERGS lude Zeaching
G§SOKYyAljdzSa GKI GO aKS o0StAS@S& | NB | LILINE LINJ
solidifythe literature findings (se€hapter 3) that show tezhers have limited time to

usetheir initiative because they are busy following the-pe¢ textbooks. | asked Maya

whether she had explained her view to the Ministry Specialist to negotiate the policies

with them. She said:
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Maya:o X8 2 S (2 f & did roBarcepbiX Bhdy d@ rfot have a choice.

ResearcherEven the specialists?

Sazx S@PSy G(KSYO® ¢tKSe R2Yy Qi KIFI @S I OK2A
Researchert¥Who has the choice then?

Maya:L R2y Qi 1y26® ¢KSANJ 62448 LINPolofeéeod ¢ K
ResearcherThe boss of the specialists?

Maya: Yes, the head of the specialists | think. lam notsaré € I Qa4 FANERG Ay (¢

al @l Qa FTNHzZGOGNI GA2y NBFTiESOGa K2g | dziK2NRGe@
within the system in a hieranical manner. Maya is unclear about who is in charge of this

power. The ambiguity of the tegown approach puts all educators, MOE
Specialistdeachers and children in the same challenging situation because they must all
adhere to the rigidity it createdlaya's experience concurs with the conceptual analysis
findings of Romanowski and Du (2020). They exanteedurrent situation of Qatar's
educational reform, which incorporated Propsetsed Learning (PBtg boost the Qatar

National Vision 2030. QD a y I GA2y | f @GA&AA2Y A& G2 Sl dz L

for the 21st century.
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All government schools must include creative and innovative teaching strategies.
Romanowski and Du notieat teachers have low autonomy because they have to follow
the instructions disseminated by the Ministry and utilise specific lesson plan templates
while planning. They explain that a limited number of options from the current textbook
are available to teachers when selecting project topics (Romanowski & Dup280,

The children in this study realidet their teacher must function within a hierarchical
authoritative structure and must do what is asked of her. Everyone within the institution
must do what is required of them without questioning it. | askectkileren about their

role during the English class and whether they can give classroom activity suggestions to
their teacherb I & A &TheredislsdniRahe wiatching the screen and listening to it. We
cannot change or suggest anything ¢ C QN#oy disBusdiah, p. 5). | asked her to

explain what she meant, she said:

Nastiyawx X6 G(GKS aAaa Olyyz2d OKFIy3aS Ado
ResearcherWhy? Have you ever asked her?
Nastiya: There are girls listening to her presentation from home. She cannot change.

ResearcherShe cannot even change it for the girls who are studying from home. What

do you think?

Nastiya: No, she cannot do that.
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ResearcherWho told you that she could not change?

Nastiya: Me. | know tha(First gif® group discussion, p.5).

bl &dA &l Sufgedi ttizz sh&ia aware of the tdpwn restrictions placed on her
teacher. During the @VID-19 pandemic, the children were rotated, with some
learningfrom school and other from home. She explained that the teacher cannot alter
her lesson presentatiorfthe PowerPoint presentation used to teathe children)
without justification. Nastiya exhibited strength in her belief but was perhaps nervous

about this matter in front of masthe researcher.

The lack of control ovéine materials resonates witAl-Obaidli (2010), who surveyed the
opinions of female English teachers regarding their assigned tasks when carrying out
the reform initiatives of 2002 in Qatar. Her findings parallel with the findings of this study.
Her research shows th#te teachers diiked the topdown approach of delivering the
reform. Mustafawi and Shaaban (2019) argue that the education system in Qatar can only
succeed if the policies are shared with all stakeholders and not indotap manner
(p.211). Maya asserted her desirébmincluded in the forging of policies that impact her
teaching & w ¥éy need to discuss the overview with us that we receive before every

ASYSAGSNW® wX8 L ¢yl az2yYSGKAy3I Ay (GKS 2@SN
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OWX8 ¢ KSNBT2\ANI (yRAIKKASNE A OK2 A OSo allyeR QS | aCkG2N

interview, p.8).

The conditions of the education system that operates througtdtiyen authority forces
teachers to follow a highly structur@tan with no space for flexibility for new ideas.
Implementing a preset MOE plan witlthe children enforces a school philosophy
whereby teachers do not have the flexibility and space netmledntribute their own
thoughts and practices. Maya explained that she cannot choose to not follow the
guidelinesand textbook. In this system, she is perhaps reduced to being a means of
disseminating information to children. In contrast, despite the necessity of adhering to
the MOE's mandated plan, Sally explained that she has some latitude in designing her

lesson® SOl dza S 2F |y StSYSyil 2F FtSEBAOAfAGE Gf

Sally:d ¢ KSANJ F20dza A& 2y 6KSUOUKSNI OKAf RNBY dzyR
Thatis all. They suggest for us to use strategies that increase engagement butsehat the

G0N GSIASE INBE 2dzNOFLIEORIOBA FA NRARAYZE NDI B

Sally's transcript indicates that the standards for creating a lesson plan in her school are
different from those in Maya's. For example, in the school that Sally isrgatia

children's comprehension and engagementtaee main considerations. For Maya, the
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focus is on adhering to the guidelireesd the textbook without taking into account
student understanding or involvemerithe dsparityin Maya's and Sally's experees
suggestshat there is some flexibility with which schools can interpret the MOE's
regulations and instructions. It seems tha policies are applied differently depending

on the Ministry's Specialiadministering them.

TOHOMOM /| K hceSoNBRFdisatiod SysISNA S

The ata collected from the children suggests that the authoritative and inflexible system
affects them during the lesson in different ways. Classrooms are highly disciplined and
the children conform to the restricted guideds For example, | asked them about their
role during the English lesson. The majority said it is to sit potigdgyattention to the

teacher, ando respond to her questions. The children were eager to answer.

MS:I am sitting properly and listegirio the teachenWe are sitting properly and quietly

and when the teacher asks us a question we ansv@A NJAgloupddBaigion, p.3).

King Qatarl am at school and write what the teacher tells us to WFitest bo® group

discussion, p.12).

Daby:| am just sitting and answering her questions
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Roro:l am sitting and listening to the teacher. | am answering her quefinsisgir®

group discussion, p.6).

Nastiya:l am sitting and writing. | do what she asks me to do

Amayai follow and wite the correct answer on the board. | read and listen to my teacher

(First gif® group discussion, p.7).

The analysis of the children's excerpts reveals that they are being held to specific rules
inside the classroom. For example, sitting propedyjrmy attention and followinthe
teaching instructions. The excerpts establish that there is a consensus amongst the
children that they must rigorously comply witte prescribed patterns of behaviour in

the classroom. The children conform to the expeattksroom behaviours without
having space for a more flexible learning environment. It is almost as if there is no other
way to behave during the English class. Two of the girls were eager to tell me about their
assigned seats in the classroom during oonversation on their positions. | asked
Norawhere she positions herself in the claasd shereplied, "at the front of the
classroom”(First gif® group discussion, p.7).asked whether she liked her current
location and she responded "yes". Saraiced her dissatisfaction with her choice of

seating and said:
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Sara:| imagined myself here sat at the front.

ResearchertWhere is your place now in the classroom?

Sara: | am sitting at the back now.

ResearcherDo you like it at the back or do yoanwto change it?

Sara: | want to change to the frorfEirst gif® group discussion, p.5).

Sara, who was seated at the back, stated that she would prefer to be at the front of the
classroom. Government classrooms are laid out in rows with individkal @ied chairs.

The children sit behind one another at a desk and a chair. Consequently, some are
positioned at the front of the row while otheese at the back. The teachers assign
children to seats according to specific criteria (placing low achievarkigh achievers,
putting active children with quiethildren, and other factors depending on the teacher's
goals). Figure (7.1) illustrates the classroom layout that almost all classrootihe in
government schools in Qatar have. A few of the childsgressed through their
drawings their adherence to the rules by being polite in class and paying attention to the
teacher. The children's drawings are represente8igares (7.2), (7.3) and (7.4). The
drawings represent their dedication to politely sitim the chair, raising their hands to
respond and listening attentively to their teacher. Their drawings of following regulations

remind me of how much a system like this shapes their learning experiences. It implies
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that the children place high value oonforming to the rules and expected behaviour

during the class.

Teacher White board

Students
Seats

0000
UUUUU
UUUUU
UUUUU

Figure (7.1): Layout of the seatsaigovernment classroom in Qatar.
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The experiences of the children in this study corroborate what the literature discloses. It
is proven in the literature that schools in Qatar continue to be operated by centralised
state authorities regardlesd Qatar's efforts to transform its educational system from a
hierarchical bureaucratic and tajpwn system to a more decentralised and independent
approach (AbotEFKheir, 2017; Akkary, 2014; Romanowski & Du, 2020). The experiences
of children in the clasoom are not dissimilar to those of their teachers. It can be argued
that schools that have a tegiown line of authority and rigid system hinder everyone

from engaging in the teaching and learning process more freely.

7.2.1.2 Instability that Dominatelse Education System

The data collected from the teachers indicates that the Ministry of Education frequently
modifies the guidelines and policies it gives them. The teachers explained that the policies
are unstable and susceptible to the MOE Speciasigbgective judgment. This leaves

them confused and unsure of what to do (MustafavBl&aban 2019). Maya described

the situation with the MOE Specialist at her schodt KS& R2y Qi KI @S 2y S
to follow their individual recommendatiodsa | &firsQidterview, p.13). X8 ¢ KS &
O2y (N RAOG KS Ypi3.6n@ &ent oh tb Hlesciilié the drratiy @ature of

the regulations she must abide by and referred to the specialist assigned to her school:
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Maya:ad ¢ g2 &SI NR | 32 stfeclendg thai theéibedt lesdoinls Orfe lthat A
AYGiSaINIGSa GKS F2dzNJ alAftfas oftAadSyAyas &L
made the main focus as the separation of the skills. Focus on one main skill, like today,

the focus was on listergronly. Tomorrow it will be reading, the day after it will be writing

YR KSy6 aLBilstinfenfiang p.12). Sally reiterated the idea:

Sallyd 9 OK &aLISOAlFf A&l KIFa KSNJI 2gy LRfAOE Ay |

for different specialists. Some of them say that they want us to integrate structure and

Qx

GKS GFNBSG tFy3da3S G23SGKSNJ Ayagz2 (GKS €S

7 A

you to use the target language fromthet& I RAy 3 LIKIFaS 2F (K f

(0p))

c

7 A

@8SAUSNRIEZ GKS YFIAY &aiGNHz2OGdzNB 2F (K f Sa

-
Z

Qx

G2 aGFNI dzaay3d GKAaAa AGNHzZOGdzZNBE G2 Ay idNRRIzO
4SS Ay GKA& LAOGdINBKQQ (2 Ayilidi®wdid&to ye& vy ¢
LINSASyd yS¢ ¢2NRa dzaay3a GKS ySg &aidNUzOG dzNB
| 2GSt A&a GKS ySg¢ 62NRO OXB8 (KSOHINBr&A RDdza a

interview, p.7).

al @l Qa | yR {I f ftedmtthe pRcVANSES Katieinot Anyfi€d xhEilviews on
teaching approaches. Each has a unique way of interprngOE regulations and

different specialist ideas are implemented into the schools she supervises. Specialists are
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rotated through schools When one leaves a school to go to another and a new one
arrives it presents significant challenges for the teachers. It means that everything they
used to do must be updated to accommodate the new specialist which is both demanding
and puzzling to tm. An inconsistent process can mean ttie teachers become
apathetic about the standard of their own teaching. This finding is consistent with the
finding of AlObaidili (2010) who found that the teachers in her study did not understand
the demands oftte Education for a New Ef&FNE)nitiative reform and what they
entailed in practice. They sought clarity from those in charge and requested additional
Visits to ensure that they were correctly putting such policies into practice. The apparent
lack of chrity was a significant issue for teachers during tHENEI nitiative

implementation stages in Qatasshook (p.244).

Teachers in this study were resigned to only completing the textbook with the children
FYyR G2 TF2tf26Ay3 (K Saseithds Qd prdventiadi disdatisfie® A O S
assessment. As Maya described, KS | 4aSaasSa &2 dz { KS & NG S
Coordinator and then she goes and sits with the Academic Vice Principal (AVP) to give her
Ay Lz | 6 2 diia ISEASNBIKNEE B LMD 0@ [ O1 2F | 3Sy
confidence in having the ability to establish the best strategy for their children. |
guestioned Maya as to whether shedithe ability to choose strategies from outside the

educational framework despitd all the changes tthe teaching instructions sheas
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exposed to. She explaingdl. KI @S GKS oAt AGEe odzi L Y

0 a | &itstingerview, p.7).

As this quote illustrates, Maya was hesitant to introduce a new activiigrtstudents.

Perhapsshead O2yY OSNY SR Fo62dzi A0 o0SAYy 3 I LILINE LINA |

and receiving approval from the MOE Specialist. The restriplaced on her teaching
might be influencing her decisianaking. The arguments preded by Maya and Sally
O2NNBalLRyYyR gAGK GKS FAYRAYy3IA 2F sBthé YI Yy
EFNEreform. They found an absence of guidelines for teachers to follow, which
bewildered themGremm et al. (2018) argsthat teachers do nobhave enough time to
familiarise themselves with the teaching instructions and materials due to the rapid
implementation of policies with no time for practidénis indicates that not much has

changed since the reform in 2002.

The teachers in my study dorue to believe that the policies are too rigid, not clear and
ineffectively implemented in the classroom. They are not given enough time to put the
activities into practice. Akkary (2014) argues that education is an interconnected system
with initiatives being communicated throughout the school at classroom level. It involves
stakeholders from the Ministry of Education and school practitioners. Mclaughlin (1990)

points to the essentiality of communication between stakeholders and educators at the
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schod level. He suggests that policymakers support reform models that emphasis
organisational structure and process regularities as sources of system stability.
Mclaughlin (1990) argues that in a stable system, an educator who sees issubg with

daily opeations will call for organisational action. The system is responsive and
encourages independent initiatives by individual practitioners. Maya and Sally were
critical of instability and regular changestitie polices which aligns with Campbell and
Roll€2017) findings. They discovergv I G NA a G dzRSy G4 Q dzy LINB LI |
because of rapid changes to policies dutimgstudentQ achool life which negatively

impacted their learning. One could claim that the instability and constant changes in

policy interrupts the performance of teachers and students and affette

conceptua- GA2y 2F OKAfRNBYyQa NARAIKGA Ay GKS Of |

7.2.1.3 Authoritative System Impedes Creativity

The complex circumstances that teachers encounter can stifle creativigygrassroom.
AsMayasaidi2 S | NB y2i0 3IAGSY Gal OSQA2FNBEG { By (¢
This was evident in the teaching classes | observed with both teachers using direct
teaching methods with no room for creativity. They presented thakspg lessonsing

a gquestionand answer style. No illustration aids were used to tiedpstudents

understand what the questions meant and how to utilise the information in their

A

SOSNERI& fAFS oalél Qa TFANEGE eqdfal asioB®2WR 20
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observation, p. 4). Maya commentéd@w X8 L R2 y20 dzasS GKFd YI y«
teachingA LIS { Ay 3d wX8 L dzaS wXecdalR¥l @ BNVNEE 2 N
p. 2). This observation corresponds WtNB Y'Y S | festiQaiion.0 Thaymy 0 A
highlighed a lack of innovative teaching approaches in Qatari classrooms. They suggest

that thisis due tathe teachers lacking the time needed to master new teaching methods.
Gremm et al. (2018) explaithatthis leads to inadequate @paration and an inability to
LINRLISNI &8 (0SIFOK GKS OKAf RNBY o0LJdmMcou® ¢KAA

with the time available to teach properly:

Maya: dFortyfive minutes is a disaster. Each lesson needs at least one hour andfa half.
you remember before like ten years ago, we had a block. We need more time $o practi
listening, reading, writing and speaking. Children need more time but we are jumping.

2S NS NBdGdH&F MG ORNWYNIEG AYUOSNIBASSES LI my oo

Maya draws attention tthe instability of the policiethey are required to follow when
teaching. She is frustrated because the time permitted for the English class has changed
from a block, which meant having sixty minutes, to the present situafitorty-five
minutes. Despe the challenging circumstances and ongoing changes, she is focused on
improving her teaching quality. For example, she recommends flexibility in the teaching

schedule so tbnher lesson can be adequatelglivered andhe children have the time
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neededtopractsS® ¢ KA A FTAYRAY3I A& Ay O2yGNFad oAlE

that teachers are expected to spend all of their time at school performing teaching
activities because that is how their official roles are defined. She suggests that on an
individual levelteachers lack the skills neededaalyse, think critically, generate

unique ideas, or take initiative to improve their classrooms.

In my study, the teachers perform an official role and spend their time instructing but
they are not ald to discuss their opinions with those at the top of the hierarchy.
Nonetheless, they have the capacity to generate innovative ideas to intpedeaching
strategies and student learning but the rigid educational system, the constant change
and the resticted space for themin whichto negotiate their challenges or success
experiences for improvement hampers their ability to behave critically and innovatively

in the workplace. Teaching becomes bureaucratic and not a profession (Akkary, 2014).

The analysi of the results indicates that the rigidity and inflexibility of the education
system in Qatar obstructs initiatirgmeaningful dialogue betweethe teachers and
children in relation to language learning. For example, teachers are preoccupied with
teaching and children are expected to follow the instructions. It is difficult to build
meaningful relationships or communicate outsitie textbook tasks. Consequently,

teachers do not venture beyortte textbook activities anthe students do not openly
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expres themselves and their ide@s personal experiences in the classroom. In response
to my question about whether Maya could enhance the educational experience in her

classroom to benefit the children, she said

Maya:d L R2y Qi (KA Y | opus. bk giabything id inFmyyhands. | hage s& O
YIye NBalLRyairAoAftAdASae L KI@S RdziaASa | yR

enoughtme2 S 2yt & KI @S ¥F2Nla&F AQaziTSRANISID SINE (T RNIB/

The chta obtained from Maya showisat the MOE policies have overburdened her with
duties. Her time in school is entirely taken up with teaching activities. She, therefore,
does not have time to develop enriching cliddused conversations in the English

tSaaz2yo al &l QdignOdatwithitinielidga asdEonfime:y |

Nastiya, Daisy and Ror@/e raise our hands but she did not see us.
ResearcheiVhy she did that?

Nastiya andDaisy: Because she was teachif@econd gi® group discussion, p. 14).

According to the children's transcripts, Maya is too busy teaching the lesS%ta®ior

HearXheir responses. Perhaps finishing the content of the scheduled lesson is more
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important than talking and listening to the children. Through this lens, there is no room
for two-way communication in the classroom becaube authoritative tone and
hierarchical power structurthat flows from adult to child (Arnott & Wall, 2022). The
teadhers in this study adhere to a predetermined MOE plan which nteabgheir
interactiors in the classroonare few It is an atmosphere of completing educational
system tasks and accomplishing assigned duties. According to Arnott and Wall (2022),
childrenneed a core belief that their learning environment is compassionate to facilitate
confidenceand security. Thus, barriers that limit the expression of opinions between

adults and children must be overcome.

Arnott and Wall (2022) argue that both parte® developing a shared understanding

and ways to communicate. Their viewpoint is consistent with the findings of my study.
For example, the children were willing to share their personal experiences and form a
relationship with me when they realiséioht | valued them, cared for them and gave
them space to communicate and express themselves. In doing so, they shared a sense of
belonging and safety when we met to talk about data collection process. They seized
every opportunity to enthusiastically share ommhation about themselvestheir
classmates anttheir family members. They interacted with me as if | were a close friend

with whom they may discuss momentous occasions with.
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When | met the children to discuss the information sheet (puppet btiody tdked

honestly about their daily lives and told family stories in an attempt to dexaghpprt.

They spoke with me when | introduced myself and told them where | worked and went

to university. Ninja@ontributed, "My aunt works at Qatar Universityd.a & ledz¢r®

FNRY Ysated MSL King QatarsaiyS ¢ A f £ G NI @ S(Refldctbn onF dzRA |
meeting the children to discuss the information sheet, p. 2). The children incorporated

me into their personal lives to develop a sense of closeness. Th&yiwond K NB i K

personal experiences unless they feel secure and safe in their surroundings.

It is worth noting that not all of the children were open with me about their aspirations
and shard their personal stories, perhaps because they had decided & vesearcher

and therefore andutsideQ dgames (2007) explains that the recognition of an adult as a
group member, as an adult and not as a child, is a key factor in the relationship between
the child and the researcher. It is a role that brings wighrédnge of inherent research
process concerns. Being viewed asBaitsideKInight indicate that the child needs more
time to feel secure in my presence. It might be that a different setting is needed, the child
is not interested in the subject being rasehed or it could be that the chitthesnot feel
comfortable talking to an adult (me). It is evident in the literature that general cultural
conceptions of power and control in generational relationships between children and
adults can serve to reinfae¢he inherent power relationships, between researcher and

researched in child research (Alanen & Mayall, 2003).
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Every qualitative or quantitative conversation with a ¢lilgether using taskriented
methods or not, runs the risk of failing to provitie context necessary for them to react

in accordance with their own opinions. This is because, despite the fact that they may
have provided informed conserthe children will have been given little opportunity to
engage in a critical manner with the studms and research process (Christensen, 2004).
This could clarify why some of the children in my study were hesitant to share personal

stories like their classmates did.

Children have distinct personalities which can explain why some were shy irsencpre

as'Ho one research approach fits®for example, most children felt comfortable around

me but a few did not feel the same way. | maintained a comfortable atmosphere between

the children and myself but the imbalance of power must be acknowleBgedxample,

some of the children were perhaps sensitivehie physical factors (i.e. body size) and

social factors (i.e. power and control) which discouraged them from seeing the
NBE&aSFNOKSNI Fa Fy Gl 0L Ot | Redzneits endthe2 NE | NP
conversation prematurely so she could go home. | asked if she could wait a few minutes

to finish the conversation properly so | could listen to her opinion, which was important

to me. She understood and accepted my requést. KS y2RE8BR K$N} INBSY
(Second gi® group discussion, p. 1Bhe respected the role | presented to all children

when | first met them. | was #iendQand someone who wanted to listen to their

perspectives to understand their learning experiences. clitisal for researchers who
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work with children to spend time with them to alter their role as adults, otherhise
OKAf RNBY gAff OASe GKSY a aAYOGAYARIGAY3
altered my behaviour with Daisy to empower herttgen she could decide whether to
complete the conversation for the study. This is not something she is accustomed to in

school but was necessary to lessen the power disparity between the two of us.

7.3 Summary

This sectionhad provided an insight nto the education system in Qatar from the
perspective of two early childhood English teachers and fourteen young children from
two different primaryschools (boys and girls). The peculiarities of the Qatari educational
systemwerehighlighted (authorityinflexibility, and instability) and how the teachers and

children function within the systemiasexplained.

The data reveaed that the system places teachers within a controlled-dop/n
hierarchical line of authority with the children at the bottom. Frdne top,
teacherswere given classroorbased teaching strategies to administer. The children
wereaware of the topdown approachhat pervades abf their classroom sittings. They
must sit politely, pay attention to the teacher and follow her instrustiam the

classroom. Neverthelegbere was a modicum of flexibility within the systefor
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example, Sally explained that she can employ methods other than those found in
textbooks if she is sure that children will understand and are engagkd.ambigaus
manner in which each school interprets the MOE poheéess cause of erratic behaviour
amongst the teachersvho maintain a sense of uncertainty. An authoritative system
dominates, with traditional teaching methods in place where creativig not

encouraged.

Despite using a tegown approach, the method aed to provide teachersvith more
autonomy and decisiemaking power. The goal of the system and the current practices
wereclearly at odds with one another. For example, when the MGdglegpemploy new
teaching strategies in the classroom, it mandateat teachers use pre-established
lesson plan templates. The textbowksthe only option for delivering the lesson. The
teachers hd alow level of authority anevereunable to rectify the situegon. Adherence

to the strict topdown curriculum and rising rhetoric in support of teacher empowerment
generatal division within the system. Teacherdltae ability to think creatively and
offer ideas to enhance both their performance and the learmhgheir students
Teacher and child complianedth the system prevemtd them from talking to one
another to share thoughts and feelings. They strictly feltbavpre-designed plan and
put it into action. Thergvasno space fothe teachers duringhe class to give feedback

or reflect on what has been learnt because theynbt have that room themselves.
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2) Part Two

72202 KF G wA 3K{ aTh&Rights #hd oicedSTdachers and Children: A

Critical Analysis

tKAa aSOlA2y I YdrspeEtives and dukeht ciasSrbotniddtide£on the
rights of children in Qatari schools in reference to the UNCRC (UNCRC 1989). It specifically
sheds light on hothe OK A f R NB y Q &o hh\k frkaindo hiafe tHedpdcet@voice

their opinionsare interpretedaccording to thai S OKSNBE Q o6 Sf,and&Fa& | YR
seen fromthe OK A £ R NEB y Q dt hetpd t6 datid theyaiiténdmy and space thnet

teachers possess within the teaching profession. It identifies the teacher's awareness on

their behaviar andtheir attitudes toward the children.

The participant teachers expressed their thoughts on the rights they have in the
education system. Maya stated,¢ KS (S OKSNRa 2LIAYyA2Yy R2Sa
OKAf RNB Y bda | 28LUAEEATAINKRS (iSally noted, 00X 8 2 KI G | NB Ye@

A

CKS® IINB f2ai00¢KSe BB TARNAKNT AYIBSAWASESS L

The quotes from Maya and Sally illustrate te & S+ OKSNB Q NAIKGA | yF
overlooked within the system they are wangiin. It appears that their voicese not

valued by the Ministry of Education. Working within a highly structured framework (as
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detailed in the previous section) means that one's autonomy, space and viewpoints are
influenced by constraintsh& tS | O KvBiteh iR the educational system are limited. In

the absence of her voice, Maya questions what happens to the voice of her children. In

her quote, she indicates that having her own right to voice her point of view is essential

for the children to have thir opiniontoo. Similarly, Sally doubts the existence of her
NAIKGE oldzizy2Ye FyR aLl OS0d ¢KS (Sl OKSNID:
by a lack of space for doing so. Menken (2008) views teachers as arbiters or gatekeepers

in implementatio teaching guidelines. Menken's perspective is at odds with what Maya

experiences. She remarked:

Maya:wo X8 fl ad &SINJ ¢S KIR | @g2NJlakKz2L) gAdGK @
because they consider it a main issue. When Specialists attend scbypatetice

common problems. They say that teachers do not know how to write objectives. If we
R2Yy QG 6NARGS 202SO00APSa LINRPLISNI &z 6S | NB yz
Researcher; 2dz R2y QiU (Y26 K2g¢ (2 o6 NieaShclddeBSOUIA D

probably? This is what they believe?

Maya: Yes. Thisistheirbelieh I 8  Qa FANRG AYOISNBASHI Lidmy

€Ny

I Ot 2&4S NBIRAY3I 2F al&lUa GNIyaONRLIIA NBO

belief in her ability to craft proper objeees and deliver effective lessoms well as
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understand the relationship betwedhe writing objectives and delivering the lesson. It
seems that teachers are not seefas gatekeeperm their workplace. Maya highlights

that whatever the specialist prexds or depicts ought to occur. The MOE arrange
workshops for teachers to review the most recent edition of the textbook, which is always
being updatedand to discuss important topics. For exampie writing objectives,
whicharecontinuously discusseBeing under the expectations of others can causes self
doubt, a decline in selefficacy, anda loss of seltonfidence. This corresponds with
2SNX¥1S FYR 11 &a0FNEfGQa S6nnmn0 O2YYSyYyGaod ¢¢
essential component of the teadg profession and is positively correthtevith
perceived seléfficacy, job satisfaction, and a supportive work environment (Cribb &
Gewirtz, 2007; Wermke et al., 2019). These elements are essetemther motivation
andthe dedication to provithg children with opportunities for effective learning (Cribb

& Gewirtz, 2007). Sally voiced her dissatisfaction with the work environment she is in.

HSNJ O2YYSyYy(d YANNEBNBR /NAO6o |yR DSGgANILITI Qa 6H

Sally:d have learnt new things, new theories &gl OG A OSa odzi L O yQi
my teaching. No one can support me in implementing what | have learnt. | feel | am

dGdzReAy3 a2YSOKAY3 | yR a®@KaXtt aNBl fFAAINSR GA 84 yai
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Sallywas completing her Mast@rdegree inEducation in the United Statef America

when conducting this research. Sally's quote demonstrates that she has the inner
potential and motivation to make decisions regarding content and teaching issues,
regardless of the unsupportive work eowviment but feels constrained. Individual
autonomy, according to Frostenson (2015, p. 24), is the capacity of the individual to
influence the content, frameworks and controls of the teaching practice. Maya tries to
create space to exercise autonomy wither teaching practices. For example, using
agency to provide children with activities in spite of specialist disagreement. She wants

to independently increase her sense of autonomy:

Maya:ad X8 @&2dz IABS (GKSY 6f St NY A yedto HidOihat OA G A S
from the specialist because she will be upset if you do not focus on the same main skill/s.

OXB8d 2SS YySSR (dadd DACEPORPNRBSRYGSNIDIASGT LI

The experiences of Maya and Sally with individual autonomy run counter to tlye stud
findings of Lennert da Silva and Mgls{2020). They worked with two teachers in Brazil
and Norway to find out about accountability in the education system. They discovered
that the teachers had to adapt to a predetermined curriculum but both wersfigali

with their autonomy and freedom. For example, they were allowed to choose their own
teaching practiceand methods of implementationThe dhta retrieved in this study in

Qatar shows that the teachers watte freedom to pracse their profession, hich
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indicates that they are not autonomous in their workplace. | questioned siaya
whether she can increase her autonomy by discussing it with the MOE Spearadists,

she replied:

Maya:w X8 ¢KSNB Aa y2 LRAYIG Ay itRbAedbedaiisetheyd 2 NJ

will do what they want in the end.
ResearcherSo, you need to follow what they have said?

Maya: Yes, you have to follow. You can express your opinions, but no one will take them
seriously. It is just an opinion. Who carestidreyou express it or not? Who cares?

bal el Qa FANRG AYUISNBASGI LiIdpL ®

They I feaAra 2F alé&lQa NBYFNJa NBGSFHfta GKIFG
opinions and space to express their thoughts but Maya believes that there is no point
because hervoice is weightless for those in the MOE. She believes it will not
constructively impact the learning process. She voiced her frustration on her inability to

creatively impact the content she is teaching by saying:

Maya:d X6 ! i GKS Sy Reud & quésKoBnaire.SWeNrite Kdsvg oud

opinions about the curriculum, we give it to the Coordinator and the Coordinator gives it
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to the Specialist. This happens across all the schools and nothing changes. The year after,
all the comments that the teaers provided are still there. Nobody takes these

NBEO2YYSYRLI (ARaylIa8 [ABINARAME & EA Y G SNIDASSHS LiIdmc U

As this quote illustrates, Maya is capable of making decisions about the textbook she
teaches but her decisions have little bearing on the aantehe is indirectly controlled

by the systemwhere influencing her own teaching practicasd content is virtually
impossible. For example, her right to share decisaking in the classroom with the

children is not carried out. Instead, she is shdpethe restrictions placed on her. Her
experience aligns with KSy 3 | yR 2 SAQa 0 H n-dowrstrubtyrét A I K G &
where power is unequally distributed among people, which stratifies them. | questioned
Maya about whether her coordinator had attemgte bring up this matter with people

in the MOE who had received comments on the textbo8les replied:

Maya:d KS R2Sa y20 1y260 LG Aa gladAiy3a 2dzNJ i
seriously, then why do you waste my time asking me to etsrglquestionnaire? Do

GKIG @2dz ¢yl (2 R20abAl Q2YVDANBG A8 P01 SR S 4

A closer analysis dfaya's excerpt reveals that she is disappointed with how people

@reattanddisterQo her voice. Not appreciatinge tS I O K $itEaadisdoytage them
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from being productive and cause them to lose faithbeing gatekeeper€Examining

al &l Qa F3Syde Ay 0SAy3a | -doviSpolicy2implemdnibtdra a K SN
highlights howthe 0 ST OK S NBE & Of |-dlavh, reedeisignahdirédniict ther NI
NEFfYaéd Ay GKS LIogSN aeaidisSy o0& SEIFYAyYyAy3
(Ramanathan, 2005, p. 99). The teachers' experiences are consistent with LGuaet al.
(2020) findings. They examined teacher agency in theexbat changes tthe Chinese

policy related to English education. They discovered that the policy restricted the
teachers but they were able to exercise agdancgontexts where policy dominates
(p.555). The teachers were able to interpret the policy @set it as a guide for their
teaching practices. Liu et al. (2020) exgdimat once the policy had become routine

for the teachers and part of their teaching, it felt natural to put it into practice. This
FAYRAY I 02y i NI RAtG Sugestad irethe MitdratureittBitdpalidy impases

boundaries orthe teache® teaching techniques (Liu et al., 2020).

The Ministry of Education hosts discussions and workshops on educational processes for
the teaching and administrative staff of governmenimary schools. The goal is to
resolveanydifferences of opinion regarding the organisation of daily studies with a focus
on theanalysis of their content, questions, and teaching metifddged Nations Digital
Library System, 200f,27). According tdMaya, the Ministry does not regard her
opinionsin such a wayHer voice is not listened to or heard. For example, she submitted

feedback on the curriculum but th#linistry did not act upon itMaya self
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implementsthe MOE's topdown policy but she doesoh feel comfortable with its
limitations. Perhaps she is expressing her discontent at the agency's lack of

acknowledgement.

TOHPH DM / KAf RNByQa +x2A085a Ay GKS /tFAANR2Y

The data collected from the sevand eightyear old children shows that childrenviea
little space to exercise their rights. They do not have time to disayssf theissues
related to their learning in the classroom. | asked the children whether they are able to
speak during the English class and discuss ideas around the taughalmatedf the

LI NI A OA LI yii 028 4R giduprdRcussibre §13)0ThéSgblg sAiR 06 2 &

Nastiya:No.

Roro:Very little.

DaisyHalf. Half.

Nora:When we want to talk. She said no.

Researcheth X 68 2 Keé K wX8 &

lff IANI & FalSR YSI 42 KeéKkK

ResearchettR2 Yy Qi 1 y26H wX6 /Iy @&2dz 1Sttt YSK
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Roro: Because she was explaining and the final examinations had become close, so there

was no timgSecond gi® group discussion, p.15).

The quotes fronthe children suggest their awarenesktloe limited space availébto
sharetheir thoughts about the learning in the classroom. They understand that teaching
and learning for examination is more important than discussing and contributing to the
lesson. The childreagree withthe idea that the teacher is too busy téatg and
completingthe required tasks to provid@pac&}HriieCand YisterCto them. Thechildren
regularly communicated that the space to express themselves in the class was very
limited and nearly ladkg. | asked them whether the teacher listened bern if they

spoke to herThey replied:

MS: No.

Mecuri: No, she does not. We do not suggest anything to her at all.
Researcheth X8 2 K& y 2K

Mecuri: | do not have the mood to suggest to her.

Researcheth X 8 2 K& y 2 (K
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MS:0 L y i SNNXzLIG S R ifivie Salk RoAher fsie IvidzBot ibtXndta 1s. She will
continue teaching and explaining without paying attention t¢Sexond ba® group

discussion, p.14).

The children, like their teachers, realise that there is no place for their thoughts in the
educdional system. They claimed unequivocally that if they spoke to their teacher, she

might not listen becausehe had to finish the textbook on time. The data reveals a
dilemma. Bothhe childrenand teachers dmot feel as thoughthey are being heard.

Ingead of attempting to interrupt the pattern, the teachers replicate M& Y A & G NB Q&
approach with the children. The childrdrave realised that their voices did not
carryweight. For example, Mecuri is resigned to the situatioam not in the mood to

suggest her".These children possess decisinaking skills, cognitive ability and are

aware of their place in the system. They have adjusted themselves to accommodate it.
Saravoiced heropinot L R2 y20 aleé |yeliKAy3 (Sédd Y& (St
girl@ group discussion, p.6). Daisynoted, KS RAR y20 | a1 dzaéi2 A& dz
bladAeél NBAGSNI §SR EBBEARBRANID QY MESYOOMiGN RO &I A

K S NJ KS&dorRlgi® group discussion, p.15).

A N wooA

The analysis of th @ KA f RNBy Qa SEQ®RKALELE RNPRROI QIR AKG K 2
views on issues related to their learning is ignored and not heard. They are passive

recipients and follow the predefined adult agendas. According to Somrakr(2010)
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the children's views cannot be considered by adults in the absence of thenmth&et,

children have to express themselves and adults need to comprehend their perspectives

as being their unique development of meaning. In Qatar, educatots opke decisions

on chRNBy Qa SRdzOF A2y @AGK2dzi O2yadzZ GAy3a (K
reflect Article 12 of the UNCRC because children have to be recognised asvelxperts

are competent in their own lives and active agents who can voice their opinions and

influencetheir surroundings.

Lansdown (2005) asserts that all childnergardless of their age and communication
language, are capable of expressing views. She emphasises the necessity of listening and
considering children's perspectives. There is a discrefmateyeen what is indicated in

GKS fAGSNI Gdz2NB ' yR GKS OKAft RNByQa SELISNRSYy
submitted by state parties in (1997) under Article 44 of the Convention that the Ministry

of Educations tod A3 A @S & ( dzR Sy td expregs tieir idvNandzyoicérds
NBE3IIFINRAY3I SRdzOIF §A2yS a0K22f OdzNNAROdz I F yR
Library System, 200f,27). Perhapsducators take on the responsibility tfe

children's issues and drive their own interests iitldoén's educational settings, despite

the state of Qatar's declaration that children have the right to voice and patrticipate in

issues pertaining to their education.
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Maya and Sally have explained tttad OK A £ RNB Yy Qa RdzOl GA2y It S
right to express views on their learning matters. | asked Sally whether she seeks her
OKAf RNBYQa 2LIAYAZ2Y 2y (GKS GSI OKA vyamdshe G NI ( S =

openly declared:

Sally:No, | did not try to ask them, but they say.

Researchefor themselves?

~

Sally: Sa® L (2fR @&2dz GKIG (G42RIFIeé GKS@ RAR GKI
G2l1leéeéd ¢KSe alFARX daeSadSNRIFIeQa 3ILYSéd L 2
ResearcherHave you ever asked them how they feel about thisganf they like it or

not?

Sally:No, | feel it from their level of engagemeénk & o6 { F ft f @ Qa FANRG Ay

(0p))
O«
A
N
(0p))
P

al &l {I1ffeqQa SELSNASYyOSY

Mayay al 2y Sadftes y2 L KFEGSyQd FyR L (y24 6K
they want. Theyant something fun. They want videos and songs. They like visual

prompts. They like games, dolls and puppets. Yes, they like that. You can see it in their
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Tl OSao tKSe ¢glyid Y2NB 2F GKIFIG YR 6S R2Y

GKS @A¥3Qa FANBRO AYISNIDASGI LI mMTOO

al &l FyR {IffeéQathsSeadhbr® bdestandingditte hedKfdre G K|
OKAf RNBYyQa ©@2A0Sa (G2 0S KSFNR A& OSNE fAYA
teaching profession. Seekitige childrey Qa 2 LAY A2y a | 0 2-dxistenii KS A NJ |
Ay (GKS Of | WS KB 2 ¥ ® S# A Of &ditliatedusational inBdiény Y Sy R
should encourage children to take an active role in their own education. They argue that

thef AYAGSR OKAf{ RtNGSot&E in eduddadioi i© dulelko (thkepagthical

structure of educational institutionshere adults impart knowledge to children, who are

viewed as passive receivers (p. 12). The teachers assume the children's preferred learning
style without seeking their voice on the matter. They surmiset miotivates and

engages children. The two participant teachers emphasise the sense of knowledge and
concern for the childrer: KS OKAf RNBY FyR (G4SIFOKSNm& RSOf |
OKAf RNBYyQa LI NIAOALI A2y etlyiRefldciéd iotheffigldi & (0 2
notes taken whilst observintpe classes. The classes were designed to examine how

finger puppetry influencethe OKA f RNB Y Qa A tidichilN®ns (rights fri&@ K2 &
conceptualised in classroomniBhe dildren's cognitivelalitiesarefrequently not trusted

by educators. Consequently, their voices are ignored and not sought. They are considered

asBecomingand not asBeindIn the world(see section 3.3).
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During the teachingof English speaking tthe children using figer puppets, Sally
requested a boy ask and answer a question about the weather using his finger puppet.

The boy asked and answered correctly but answered differently from the answer
provided inthe textbookd @ Ay 3 aGLG Aa & dzimeanswer badedson LINE G A
the current weather and not the weather described in the textbook. She corrected him

by asking him to say the answer written in the textbook. The textbook said that said it

gl a Of2dzRé | yR (KS o62& &l aibh,pKA & o6{ L f f &Q4

The children are restricted to following the information detailed in the textboakaslt

not possible fohimto refer to the real life setting to answer his question in this instance.

It is evident thathe children do not need to utiliséheir intellectual ability since they

only need to repeat the existing content. Being in these classroom environments forces
the children to transition from being children with choices, voices, and opinions (being)
to robotic children (becomingyvho must bllow the textbook without any input from

their side. It means that their cognitive talents are not recognised and trusted by adults,

preventingthe children from saying what was appropriate in the circumstances.

With this in mind, the message being saritted tothe children is that we do not care
as much about you as we do about following and completing the textbook. The

observation corresponds with -Alassa@ §022) research setting experiences. She
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investigatedhe children's experiences of nurseagtivities in Jordan. She contends that

nursery children are capable of expressing their preferred activities but adults usually

N>

GASG GKSY a AyO2YLISGSyd YR NINBfe fAad
participate in their learning resonateghvihe idea that Jordan, like other Middle Ezrst

and North Africa (MENA) countriéeck work aOK A f RNEB TR K ADRNBFD&a 2 A
limited and rarely appeaiin their settings (AHassan, 2022) and the same is true in

Qatar.

The transcript praded by Sally shows th#te children actively pursued their right to
participate in their education (seeking to playaane fronyesterday) despite the limited
space for them to do soThe children in this study demonstrate that they @engin

their world in their own unique way. They have the capacija@ndSeeklheir rights

when the opportunity presents itself. Their responses to my question as to whether they
would like to daanother drawing, to change their positiontireir English clas were

strong indications of this.

Roro | want to go out to the board and answer questions.

Nora | want to read

Nastiya | would like to answer questions
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Amaya Read and go out to the board

SaraRel R YR LJ NI AOALJN (S (Fist gigygeoup Sisthisgich, pBX S |j dz

The children's quotes reveal their awareness of their right to participate in the learning
process (go to the board, answer questions and read). They need to be involved in the
classroom. They do not appear to upholteit fundamental rightsas something
necessary to engage in class because their rights are not acknowledged in the classroom.
Accordingly, they are not heard or listened to. Educators are required by Article 12 to
listen tochildren and provide a safe sjgafor them to voice their opinior{&ansdown,
2005).The nsufficient timehat theteachers have to propertgach (Gremm et al2018)

and listen to their children results the basic right to move to the board or answer
guestions being overlooked. Pags there are no grounds for such a requirement in
these schools. Some of the children provided suggestions regarding changing their
position drawn in the English class. They voiced their opinions in an emotional, humorous

and enjoyable manner:

Benten: Draw my whole body.
Researcherb X 8 2 KeK

Benten: To show how it feels.
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King Qatar:l would like to draw myself running and playing football.

KaiioX8 L g2dZ R fA1S wX8 G2 06S 6AGK &2dz A2AY
Researchetb X 8 ¢ K| (i A awe Argiil tBeNSBglish feséah. 0 dzi

Kai: Yes, shall we take the whole school and fly away.

ResearchertWhy you would like to go to the moon?

Kai: To have fun ther@~irst bo® group discussion, p.5).

These quotes show that children want to play and havéécause they need to express
themselves, use their competences and be heard. For example, Benten wanted to depict
his entire body and not just his face to creatively convey how he was feeling. This suggests
that Benten needs to be visible in the classnpas well adieard and given attention.

King Qatar yearned to exercise and play football because he missed doing so in school.
Kai's offer to take a trip to the moon and have fun there suggests that he was looking for
a pleasurable atmosphere. He intendedake the entire school andr them tohave

fun together. He seems to subscribe to the proverb, "the more the mé&rrier

The children created fascinatidgawings to communicate their need to play duritige
English class. Figures (7.6), (7.7) an8l) (&re examples. The drawings are a stark

reminder of how their rights are currently restricted thg limited time and space. It
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hinders their ability to learn. The children have an innate need to enjoy themselves in a
stimulating and creative learningnvironment. Educational systems need to pay
attention to this so ten the children can xperiencell K SA NJ NA-WEBE D0 + S Dy &
(2021) acknowledgell K & G 2RI @ Q& OK id aRdNdBallenges addlack’ | y &
their essential rights but are capable of realising and expressing them. Lansdown (2005)
y2GSa GKIG OKAf RNBEILIS NWNBEE NRY Sakal @ FA yf (BSENS & (N
SOSNERIFIE tAQ@®Sad {KS SELXIAya GKIFG GKS& | N

articulating their needs and experiences (p.1).
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The participant teachers agree that children have a right to be in an enjoyable

environment and have space in it to express themselves. | asked Maya and Sally about

their interpretationof children's rights in the classroom. They both perceived the need

for play in the classroom as essential and the children's absolute right to learn in a joyful

setting. Maya explained, ¢ K S &

KIS (KS NAIKG G2

SINyz

be at schoglthey have the right to be happy in an English class. Everything is forced on

GKSY® LG Ada 'TEINIDES RT A2NGB (18 giscus ddDtheSrights hardd  H 1 |

children have in the classroom and referredtihe equal opportuniy to learn. She

explained that we need to respect children as human beings who talk and express
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themselves. She mentioned that we must offer them a chance to learn what interests

them. She said:

A

Sallyal S KIF&a I NAIKG a | OKAf R héBas thesighlly o L
G2 tSIENY FyR L ySSR (2 R2 Yé o0Said G2 GStKC
KdzYlty o6SAy3a Aa (2 0SS NBEDPSOEmMal yTR NBAINIAYS
They have the right to speak, to express themselves, tdhgivea chance to learn
GgKFEGSOSNI GKSe glyid (2 tSINYy® woX8 2Ke | ff
0221 K 2KeK wX86 Wa{Q wX86d L UGKAY]l] KS KIFa (K

02 KAAOGAYVOERBRAIASO2YR AYUSNDASGIET LI yood

The comments from the teachers show that they understand that their children have
rights. They both agreed that there should be a sense of having rights, regardless of the
fact that they each interpret the rights differently. Magraphasised the importanazf

being happy at school to produce positive learning experiences. Children are delighted
and joyfulwhen their demands are granted (i.e. play and participating in their favourite
things). King Qatar explained that happiness is connected to practicitgy sf@voiced,

L LY adlyRAY3I X8 KI(HidkthoRgroup digusdion,lp.¥). SAIg A y 3
focused on how important it is for children to have human rights (to be respected) and

to be given the freedom to learn whatterests themandsuis theirabilities. This

discovery differs from Theobald's (2019) argument. She contendbéiatowledge and
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individual position held by adulsintertwined with children's rights, giving childréme

ability to exercise their rights.

The teachersni my study, have an adult perspective on chil@dghts in their
classrooms but are unable to put it into practice because of their status within the
hierarchy. Maya acknowledged the rights of her children but declared that she was
powerless to do anythg about.The data suggests that teachers tend to overliak
children's right to play and focus on their responsibility to teach and conpkete
textbook. This suggests that teachers have become reticent in questioning the limitations

imposed upon themand that teaching is the only thing they can do to help their children.

al @l Qa SE LIS Mhpacke®S) cddiextuallp dhderstanding the situation of

OKAf RNBY Qa8 NAIKGE Ay vI Gl NP | @deNartiSl&Ed4yY LIk S =
of the INCR(t explains that the Qatari National Committee for Education, Culture and
Science urges school principals to provide students the freedom to voice their viewpoints.
This enables children to use their rights in a way that is in line with their diexglop

abilities (United Nations Digital Library System, 2000).

Despite the country's awareness of children's rights, there have been challenges in

putting the regulations into practice. Mr. Filali, the Country's Rapporteur, comments that
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whilst the egislation is improvinghere is minimal experience with putting the law into
practice (NGO Group for the Convention on the rights of the Child, 2009, p. 2). Attar
(2022) highlights that school children are unable to voice their rights in classrooms
becaise the schools follow a rigid framework thtite children hae to adhere to. This

finding is consistent with Theobald's (2019, p. 254) recommendation for a closer
relationship between policy initiatives and the implementation of early childhood rights.

+ VBGWSPGAOG S Ffd OHnHMI LIPmMHO F NBdZS GKI G
(live in conflict zone or poverty) do not even get the chance to exercise their right to an
education. They conclude that although policy guarantees that every childehaght

to education, this entitlement is not always uphielgractice.

The datagathered from Sally and her children shows that children's rights can be
observed in the classroom only in certain conditions. | asked Sallghédddes when
sheknoda KSNJ OKAf RNBY ShasaiNlE FENINE R2 | OYidDAzNR I S
0KS fSaazyo wX8 L GStf GUKSY AF @&2dz ¢g2dz R

[ 8G dza FAYAAK GKS YIAYy | OGAGAGE tAfys Qiak ST AN

interview, p. 9).

If rights are to be given, certain conditions must be met and implemented. Children in

the classroom are not entitled to any free rights. Rights are versus dutgspahsibility
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requirements. | asked the children if thegdha preferenceand if so,did they tell the

teacher about it? Two of the children concurred with Sally's point of view. Benten noted,

AF 6S aArl LRtAGSTes ¢S Oly | alandBeddrid2 Gl
added,d ®X 8 { KS &HIIAK A B Si (O3 NIFirdkesQaeip discassidnlf | & ¢

p. 8).The tildren's lives are intertwined with those of adults but their rights should not

be conditional on adult obligations or duties. Exercising agency and conducting duties

with responsildity should be promoted in the classroom (Theobald, 2019).

The aalysis of the results shows that increasihg children's right to voice their
opinions on matters relevant to them in classroom isMiv@stry'sduty. Regulations and
instructions flow fom it, down to educatotgo be applied to children. It isp-downQ
authority. Teachers, for example, cannot provifteeQand BpacéXor children unless

the Ministry allows them to do so. They have to get permission if they want to attempt
somethingdifferent with them. In response to my question about whether Maya could

help increase the voice of children in the classroom, she said:

Mayay L OGKAYy]l AdG KlFa (2 R2 wX8 FTNRBY (GKS 9 NI
of Education not from théeachers. | mean teachers are trying to do their best but

teachers are restricted and their freedom is limited in a way you cannot imagine.

ResearchefSo, you believe it is the Ministry's responsibility to raise the voices of children?
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Maya:Yes, becaugeachers are just a small part from this whole big picture.
Researche®kay. What do you think can be done?

Maya:w X6 L GKAY] GSIFOKSNAR aKz2dZ R aLISYyR Y2NB
should be a little bit different. Students should nottb#esl with information and new

structure, new vocabulary every day. They need to ggantire. They need to be given

time to practse with what already had studied. They do not have enough time tospracti
anything either in Arabic, in English or evellath. Every day there is new material to
LINS&ASyd FONRaa it adzoeSotad owX8 ¢KSNB gl a
just walk in the class and has different activities with students. Activities on social lives,
activities on the Englidanguage, or whatever, we do not have time for that. Every day

we walk into the class with a new reading or writing lesbo@éa I € Qa4 A SO2Yy R Ay

p. 7 & 8).

¢CKS ljd2iSa FTNRBY aleél KAIKEAIKIGMiiskySandi S+ OKS
their impact on raising the voices of children. They only represd@maill par€of the

educational system. Maya is an advocate for introdunaévg facets into the educational

system to enable and strengthdime children's potential to have a voice. Foaexle,

teachers spend quality time communicating and practicing newly learned skills with their
children. Children should not be overloaded with information; instead, they should be

given a variety of activities that develop their competency. She statshidren are
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inundated with information every day without giving them opportunity to put what they
have learnt into practice. This infers that a child's duty in a school is to memorise and
repeat the material from the textbook. It is reminiscent ofédecational system in the
1990s when learning wa®rdred on knowledge transfer. It requirgéde students to

memorise concepts and subject matter (AlekKheir, 2017).

Maya argues in favour of providing extra activities that go beyond what is covéred in
textbook, with children encouraged to express their ideas and points of view. Sally has a
similar vision of going beyond the textbook by providing the children with learning
activities that cater to their skill level and needs. She wants autonomythevéime
restrictions theMinistry places on her. Sally hopes that by doing this, both her right to try
out new things with children and the children's right to express their preferences and

interests will increase. She explained:

Sallya 2 S & K 2 tiK with thyeurriciium timeline they drew for us. If | stick with the
curriculum timeline, children could not speak. It is more logical, than all students learning
GKS &alyYS$S (SEGo221 G GKS alyY$S GAYSP wX8 L3
that suits them, they will learn better, have opportunity to play the activity that suite their
interests and they have more options to express their choices and teepvdwt they

prefertopracS ® wX8 !'faz23x AF GKSe RtheRlagsrgdminag L OF
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2yfte AYONBlFaAyd OKAfRNBYyQa NARIKGA Ay GKS C
with this group or with that group. | can try different activities and strategies with different

a0 dzRSYy BE Q@ fif DI &4 PORYOR Ay I SNDASS

Maya and Sally draw attention to the idea that Wall and Arnott both (2022) endorse. They
a0Fa4S GKIFIG a@2A0S 62N)] A& Odzydz | GADBSE 6 LD
in continuous discussions, exchange and commumidais ad partake inthe creation

of meaningContinuous engagement happens when teachers hbhgdime and space

to provide their children witthe space to express themselves. Voice work can begin at

the Ministry level by them reducirtbe restrictions on teadérs so tlenthey can initiate

voice work with children. Maya and Sally expressed a need to closely interaittewith

class contenand their children. Wall and Arnott (2022) encourage voice work as a way

to make participation natural for everyone inthevcsdzy A 1 @ ® ¢ KS (Sl OKSN.
highlight how busy their schedule is during the school day. The crowded schedules of
both teachers and students can prevent voice work from happening and lessen the
chance of meaningful interaction. &ldiscoveriesof this $udy are consistent with
fEFAARSEEQa OHANHHO FAYRAYIaAD {KS SyadaNBa
space for voice work can be increased. A hectic schedule at school prevents froidren
creating intentional spaces where they can commueigéth others or express opinions

(Blaisdell, 2022).
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According to the data collectetbachers are responsible for educatoigldrenabout
their rights in order to reinforce those rights. | asked Maya and Sally if they felt

responsibldor promoting children’s rights in the classroom. They responded:

Maya:d oX8 L GKAY]l Al Aa GKS (SIFOKSNRa NBaLRy
only increase them. Just make them aware of their rights. What they can do and what
they cannot do. WhatthdyNBE Sy GAdGf SR G2 R2® wX6 L GKAY]

bal &l Qada &aSO2YyR AYUGSNBASSES LI 10O

SallywXeé A4 A& GKS a20ASie&Qa NB

QX
—
[
No
<
Qx
>
(@]]
>
~h
>
c
(g2
™M

Researcheth X8 {2 @&2dz INB® LI NI 27F GKI ily? NBALIR2YyAaAo

SallymX8 AF L RA3O02OSNI GKIdG Ye &aidRSyida tA1S

them more chancestodothat{ I { f @ Qa &SO02yR AYUSNBASGI LI®

The transcripts show that teachers share accountability for uphdtéradpildren's ights
in the classroom. Maya mentioned that her responsibility is to tasechildren's
understandingf their rights. For example, what they are allowed and not allowed to do,
rather than increasing them. She might concentrate on the rules and guglefirtiee

classroom that the students are expected to follow as a form of classroom management.
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Sally pointed out that everyone has a responsibility to prateetchildren’s rights

(society the school and herself). She stressed the importance of hesgidéts in the

education system. She explairtedt she would like to use a teaching technique that the

children enjoy. Teachers want tiMinistry to guarantee and uphold their rights and

voices so tathey can help their children understand and exertiie# rights and voices

inthe classroopwhichA & It A3y SR ¢AGK 21 ff yR I Ny2d0dGQ

anadults' voice mightnakethe children's voice practice a successful activity.

7.4 Summary

This section of chaptesevenhad addressed thdirst research question. It discussed

teacher autonomy and the extent they can exercise their rights in the classroom. It
covered, time, space, and subject matter. It analysed the influence of teacher rights on
theOKAf RNBY Qa N 3K (e théithoughtd\N i explrénlhbwiciallengiilR @2 A O
it can be foteachers and childrealike to comprehend, apply and uphold rights in the
classroom. It establisdehat teacher autonomy in determining academic content and

the teaching environment is overloakéy the MOE. Ropo and Valijarvi (20&)lain

that Finnish teachers are awarded autonomy because their professionalism is trusted.
According to them, this practice is inconsistent with the context in Qatar since it suggests

that the MOE does not trusheli S OKSNA Q § S OKy AvjhidbSsavhylthg R S E L

control is based on such practices.

Page |263



Autonomy is essential in the teaching profession as it correlates with fluidity and self
confidence Brown et al. (2021) arga¢hat agentic teachers who receitiee trustand
support of their institutions will pick up on innovative approaches. In this study, the
teachers exhibéd dissatisfaction with the deactivation of their agency. Nevertheless,
they male every effort to exert influence over the material thept¢h and the teaching
methods they use. They passionately advattiethe raising of standards for both their
teaching andhe children'slearning. They folloed the guidelines but have issues with
them. Lack of teacher agency and autonomg danegativeimpact on the rights of
children in the classroom. For example, the chilavere unable to effectively express
their views on topics important to them becaube teachersveretoo busy teachingpr

the exam.

The English teachers recogmigbat childen have the right to play and learn in an
interesting atmosphere but the practice of completing the imposed textbook prevents
this from happening. Childremere not considered¥xpert€dof their own lives and
consequently, adults make decisions on theinddf. Teacheraere currently unable to
facilitatethe children's rights to learn, be happy, talk and choose their preferred learning
strategy. It sounds that it is challenging for Article 12 of the UNCRC to be effectively
12 of the UNCRC for effective rights delivery for childrere baen identified as

inconsistent policies, lack of coordinatiamdthed 2 2 XIZX B W2 NJ Ay IE€ 6. & NI S

Page |264



2015) of MOE Specialisthe hilure ofthe MOE Specialisto work together effectively
has exceptionally tragic consequendes the children and can contribute to poor

education (Byrne & Lundy, 2Q1%270Q.
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Chapter Eight: Speaking Strategies Used bysEfiglacherdPlayBased Pedagogy and
| KAf RNByQa +2A0S843

8.1 Introduction

This chapter extends the discussiontoe OKA f RNB Y Q NAIKG G2 LX
AYGSNF OG 6AGK 9y3IfAAaK GSFOKAY3I AGNI GSIASE
whatways are teaching strategies in Qatar informed by the voice of children and teachers

and how would young children in Qatar like to learn to speak English as a foreign
fIy3dzr 3SKée LG SELX 2NB& K2g OKAfRNBY 61 yi
way of learning is currently provided their English lessons. The question is answered
contextuallyaccording tadhe UN Convention on the Rights of the Child. In particular, th

chapter analyses Article (31) tre children's right to play and the extetat which play

based pedagogy is incorporated into Qatari English classrooms. This chapter is comprised

of two parts.

z, A ~ z A

¢KS FANRG LI NI IAQSa RIEGlF Fo2dzi GKS OKAfR
the opportunities offered for them in the exiggitlassrooms. Since listening to children

is the primary aim of this study, | presented part one first to maketsateeaders are

g NBE 2F GKS TFTAYRAYy3IaA 2F LINL Gog2 2F GKS

~ An oo

/| KAt RNBY Qa | yR ¢353 QRKySRNAELD N2 AAOSAS &bl ACKISH Sa A

-

@2A0Sa YR GSIFOKSNRQ 6KSY FT2NXAY3I aLISHAY:
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The second part discusses the features of the current teaching strategies and how play
based pedagogy might act in a strict learning context. lt@lisc6 & G KS I 01 27

perspectivesvhen creating English speaking strategies.

Each section is an analysis of the data gathered from the chéddeteachersThe
analysis reveals that children prefer to learn English through different modes buplay
play is noecommon practice in government schools in Qatar. It establishes that teachers
rarely use playpased pedagogy when teaching speaking in English and that they
experience significant challenges. This chapter adds tdeteture on childre in Qatari
classrooms and highlights that they cannot learn English speaking without including play
as a technique. It documentise children's desire for play and their feelimggarding

the lack of play. This study is designed to identify potentidisBhgarning strategies for

early years children through discussions and activities with the children and teacher

participants.
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1) Part One
8.2 What Can We Learn from Children as Being Learners of English?

This section explores the potential opimé and perspectives that childreave on

learning English as a second language in Qatari classrooms. My classroom observations
were not to understand how children learn English in both schools but to see how their
voices were perceived and how finger papy was used in the classrooms. | sthis

as a preface to say thtite data provided in this part comes froaneOK A f RNBy Qa A RS
how they communicate their desires of learning. That said, research shows that children
need space and freedom withesss structured approach to exprelssirthoughts (Allee

Herndon & Roberts, 2021; Jamison, 2004), so the children were given space to express

their views on their own learning.

All the children in this research indicatbdt to be an English learnet,is essential to

have fun and engage in playful activities in the English lessons and it is a preferable way
to learn it. They recommendebe types of play found in the literature on play (King &
Howard, 2014; Van Gils, 2007; Whitebread et al., 20E2)d@on activities, drawings,
colouring, using playdough, doing slime, playing with blocks, puzzles and Legos). The
types of play recommended liye children to learn English are ineffective in the Qatari

context (see section 8.4). The children voiced thginions:
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Kai: | love to play with the teacher.

Mecuri:[ ST N ( KNP dgErkt bd@iglowp dligcassian & & 9).

Sara: Puzzles, | like to do puzzles every day because | do not have them at home.

Amaya: Educational games like, cardboard.

Researchetb X & 2 KI 0 ¢2dzf R 82dz R2 4AGK OF NR6 2 NRK
Amaya:Draw on it, then play with it.

Amal: Construct words and a word garg&econd gi® group discussion, p. 5 & 7).

¢tKS OKAfRNByQa O2YYSyida asSSy G2 adzgi2NIi
and want to learn in a unique playful way. Amaya, for example, explained that educational
games help her learn. Visual activities, such as drawing on cardboard and then playing
with it, would benefit her learning. Sara is interested in solving puzzhes adivity to

aid her learning about a topic. Perhaps she views it as her righefechool to provide

her with unique playful experiences that are not accessible at home. She might expect

her classroom learning environment to facilitate vibrant le@ynexperiences that

nurture her mind and develop her problesolving skills (such as puzzles). This finding
ddzLJLI2 NIa YAYy3 YR 126FNRQa 6unmn0 FTAYRAY3

research requested more activity types at school thahe home environment.
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Doing puzzles in the classroom suggests that play is not enough on its own for Sara, and
that more important to consider are the learning environment aednteractiors with

her classmates in play situatiorie children consider thelsool as a place where they

learn and want the learning to be an enjoyable experience. They consider the home as

separate from learning and not a place to learn.

Other groups of children explained that learning through engagement with Joands

activitiesis preferred.They said:

Daisyw X6 YIF 1S (GKAy3da dzaAy3d Kz2aG 3t dzS
NastyalL Ol y &dz33Sad G(KFG araa aleéel |&aila dz

Roro We can enjoy the English lesson by using playdough. Teacher can ask us to do

RA T T SNBY {Sean&dirlyf Graux discudskn, p. 7 & 12).

The aalysis othe OKA f RNBEYy Q4 LISNBRLISOGAGSa adzZaasSada
doing and constructing things. They expressed a desire to use their own initiative to
incorporate interesting activities ihé classroom such as making models, kites or paper
fans or constructing objects out of playdough or hot glue. Their discussion suggests that

having different modes of doing and constructing in the classroomawats restricted
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pedagogy is critical fohém to learnThis kind of learning does not exist in their typical
classroom setting (see section 8.@)isTdata suggests teachers need to be ready and
aware of lettinghe children have a saw initiating howtheir learning experiences might

be preparel, performed and developed, with them following the lead of their students
(Sylva et al. 2004; Walsh et al., 2011). This raises a critical question as to what extent do

children have choice and autonomy over their play.

¢t KS OKAf RNBY Qa tHeiRigval@mentdandivaicing tfied praiBtedices in

such activities with support from their teacher reinfortes VVygotskian understanding

that children learn in a social context with adults as scaffolders to their learning (Walsh

et al., 2011, p. 108»s Roro notedd\Ve can enjoy the English lesson by using playdough.
¢SFOKSNJ OFy &l dzASedoad gid ZrouR diSEUESoNIpy18). TheK A Yy 3T &
children understand the importance of choosing activities in the classroom and that the
teacher has aupporting role in the process. This finding supports the finding of Sylva et

al. (2004) which shows that the best learning methods might include expanding child
initiated play while also offering teackery A G A G SR F QOUAGAGASad ¢KS
might meanthat they want to contribute to their learning and be an active actor rather

than passive. They organise their own learning desires based on their social and cultural

lives (Van Gils, 2007).
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The UN Convention on the Rights of the Child, Ar8&l (1)SELJX | AyayYy a{ Gl 85
recognise the right of the child to rest and leisure, to engage in play and recreational
activities appropriate to the age of the child and to participate freely in cultural life and

GKS I NI&a¢ o! b DS Blldidg én this dghtShe dofmatandiygeyotplay

are not specified. Play can take many forms in a variety of coatgiss aliverse range

of abilities Davey & Lundy, 2011; Fesseha & Pyle, 2016).

The variety of play forms is reflectedl children's thoughts on it. They envisioned it

as participation in leisure activities appropriate for their age and learning context. Kai, for
example, explained] love to play with the teacheahd Mecuri stated;learn through
playing".Both mention play ah leisureas detailed in the article but do not request
anything specific to leammg English. This might reflettteir insightabout the limited
levelof playbased pedagogthat their English classes currently have. Their comments
suggest recognition diow they would like to learn English and the kind of learning
environment they would like. This finding resonates withvanf 8 Qa4 oHnnT UV | da
argues in favour of including children in the UNCRC's interpretation of play from their
perspective. Heconducted qualitative research with children aged 8 to 13 to
investigatehow they expressed play and concluded that children focukefacetsof

play that are different from what adults focus on (\Gils, 2007).
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Perhaps the children in my study aexjuesting a playful atmosphere in English to
challenge how their teachers currently teach them. They might want to replace the rigid
formal style of teaching with a more playful informal appro@va et al. 2004kee

section 8.6 abouthe O K A f RexsBeftes on the current teaching methods).

Some of the children were better able to explicitly discuss their awarentbesspiecific
classroom learning activities that help them understand English as a foreign language.
Thesewere learning activiéis relevant to their daily lives. The children made reasoned
decisions ontheir preferences and ways to learn. Kai, for example, recommended
creative play activities that were relevant to his Htdalplaying scenario. He exhibited

thoughtfulness when sggsting learning exercises that he enjoys:

Kai:L ¢l yiG (2 &adz33Said wX8 ¢gKSy ¢S € SINYy adz
be available in the class.

ResearcherDid you suggest that to Miss Sally?

Kai: No, | did not but if we have dictatiormod one of us should have a big box of Lego

on his table and at the end he takes it home with him.

Researcheriice.
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Kai: Inside the box, there are characters. We can construct words, buildings and cars

(Second ba® group discussion, p. 12).

Kai is sugesting an idea with a lot of potential for playful pedagagveloping his

English skill using Lego with dictation and other subjects, (Arabic or Computer science).
Heseels to realise his need to engage in a playful context outside of the classroom in an
innovative, joyful and challenging manner. It is likely that he provides a comprehensive

and complete plan for learning that is more closely related to his interests. For example,
activities that can be extended for use in the home to learn through gléyamstructing
g2NRa&a> o0dzAif RAy3a yR OFNBROUD® YIAQAa &adzaasSad.
interpreted as him asserting his right to participate in recreational activities throughout

the day. It can also represent his understanding of the \aideautonomy he can have

with playful activities in the classroom. Additionally, his comment might emphasise that

he wants challenging learning activities because the ones being used now fall short of his

OF LI oAfAGED YI AQa NI esZrynytsKrivwleddend expiidnger o f &
of using Legos outside the school. By using Lego, he may want to have additional chances

to return to the same play and learning activity to achieve different outcomes for the

same concept. His suggestion echoes thaifigs ofa SKA a2 S It ®Qa oHn
recommend that learning in the classroom should connedhécOKA f RNBy Qa f A
produce interesting and appropriate knowledge that builds on their capacity for self

choice and independence.
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¢ KA a andingRsugpart the Mea thdhe learning context in English classes needs

to be interrelated witithe O K A f R N&e/condextdNdihcorporattheir interests and
choice over play rather thadearning through topics that are irrelevant to them (Fijlice
2011). Filice (2011) argues that language teachers should create a stimulating learning
atmosphere that givethe childrena sense of relevance because the classroom is a
reflection of the society we live in. Perhaps Kai might be more motivated angeenga
when he understands how the things he is learning are applied to his personal life, the
community he lives in and the actual world (Filice, 2011). In doing so, learning could
become more relevant when a strong connection emerges between learning ahdXa
own life, his interests and abilities, his society and the wider world. An exploration of
whether English teachers in Qatar provide their learners with engaging learning

experiences is further discussed in the section (8.4).

Such studies facilitatetie understanthgthe choiceghat Kai and Nastiya made about

suggesting activities to learn English. Nastiya said:

Nastiyawx X6 ¢S OlFyYy YI 1S A0S ONBIYD® wX86& YIS AO

Researcheth X8 52Sa (KA& KStL) 82dz £t SINY |yR aLXSt

Nastiya Yes, | can make it and the teacher asks me how did | do it and what did | do?
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(Second gi® group discussion, p. 12 & 16).

The studies mphasisevhy the children concentrate on learning English as part of their
everyday lives to develop learning thattailored and relevant to their own contexts.

Such learning can strengthen their sense ofesgtfession and enrich their experiences

in daily life. In my experienge theteaching in Qatari schools, the topics in the textbooks

used to teach English2 OKAf RNBY | NB y2i0 O2yiyi&eddl SR (2
and reallife. Teachers often teach the textbook as they intend without relating it to the

context of the children's redife experiences because thfe rigidity and predesigned

curriculum(see section 7.2.1).

¢tKS OKAftRNByQa ARSIFa AYONBFaS Yeé dzyRSNaG!
acquiring a second language and how to teach one. Their quotes suggest that learning
English as a second language requires topics and situdietrare related to their real

lives, their Qatari culture, their interessaind from their own choice. In the view of the

OKAf RNByQa O02YYSyidazx GKS& IINB 6fS (42 RNACL
learn English in stimulating play contextsafgy, joyfully, individually and autonomy). It

is evident from the data that these children are autonomous and not reliant on adults to

construct playing opportunities for them and to incredise exhilarating playbased

pedagogy, whilst ne@alythem as saffolders for their learning.
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8.3 Other Forms of Play Children Recommend for Learning English

In the previous sectiorthe children seemed to be playful in their awareness of the

learning activities that should inspire and connect them with many fat#teio life. A

major difference that emerges in the preferences of learning in this section ighé¢hat

children fromthe6 2 88 Q aO0OK22f KI @S RS @Svhenlddg I LIK @
English. Theirpreferences were influenced by their specific neadd perceptions o

learning Englisi~or example, the children recommended playing with balls (basketball

and football), jumping, and running. This kind of play benefits performance (intellectual,
physical and social ability) (King & Howard, 2014; Weikebet al., 2012). The children

expressed their favourite English language learning activities:

Mecuri, Ninja and BMplay, run, jump.
MS: Play hide and seek.

King Qatar:Play move and freeze.
XR:Play football.

BM: Play basketball.

Ninja: Play fatball.

Researcheth X8 /Iy @&2dz G4Stf YS K2g (GKSasS 3IlyvySa K
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No one repliedSecond ba® group discussion, p. 11 &13).

The children were able to identifigeir individual needs and were aware of a variety of
activities that hey could engage iithey did not go into detail about how sport can help

them learn English but their suggestions all had physical movement and fun in common

with each other. Whether participating in sports or other games, they want to be
preoccupied withmoving their bodies and nurturing their minds for the sake of learning
English. This suggests that learning is beyoglish language learning for them. Their

focus is on maintaining wellbei KA OK SY02RASa GKS LINRPJSND =
healthy bo@ ¢ @ fn&ir®siiftimate that children want to learn English through play

with emphasis on the social context of learnipgrhaps because athe limited

interpersonal connectiand communication in their actual learning context.

The children seenptemphasise the importance of socialisation and informal learning
activities that increasktheir movement to learn Englishhisis indicative of their desire

to be free and unrestricted to challenge the restricted education system in which they
learn. e playing activities that the children suggest tend to have particular social value
for them (Van Gils, 2007; Walsh et al., 2011). The children tended to say that sitting on
the chair (as they receive their usual learning) to learn English is not apigdprihem,

but that moving is part of their play and their way of learning.
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Beyond the results of this study, it is argued in the literature that when a child has choice
over the play they participate ,ithey develop array of abilities (Barnett, 20X3ng &

Howard, 2014). How children being educated in a centralised and rigid system can choose
their play in a school contextusclear. Play literature acknowledges general agreements

on what constitutes play in relation to Article 31 of the UNCR@&rdlegs of play style

FYR fSy3dK O6YAYy3 g 126FNRY wanmnO® LG Aa S
happens when it iactively selected, socially formed, personally led and informally
performed. Children being salfrected and free to choogéeir preferredform of play

is essential for them to consider it enjoyable (Barnett, 2013). Howard (2008}

research with children between the ages of 3 andi€covered that deciding to engage

in an activity was used to characterise play moreukeatly than determining if it was
Sycg2eltofSe® ¢KS OKAfRNBYyQa GNIyaONRthdia R2
childrenwere offered a diverse range of activities to be implementedha English

lessons based on their own choices and prefergniteey acknowledged having choice

over their play. Each child suggested a distinct type of play acéimigherefore the

need to play in accordance with their choices and preferences.

Wiltz and Klein (2001) found in their study conducted in Amertbayear four children
that having choice was a significant reason for their engagement. They argue that the
more choices children have over their activities, the more they engage in the activity. This

finding differs slightly from my research finding whglperhaps due tthe different
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educational environment and systemndthe OKA f RNBy Q& SELJR adz2NB
activities.For example, when | observed the children using finger puppets, despite the

fact the children had little choice about the activibhegy wereenergetic when given the

chance to speak and interact with others using thgpets Each child displayed
enthusiasm for using the puppets for speaking dialogue. The same speaking dialogue was
completed by all children with similar performanteS @St & oal &l Q& FA N

observation,p. 3 I f f @ Qa FTANRG Of FaaANR2Y 20aSNII GA2

Perhapghe children in this study were using the finger puppets with enjoynaespite

the lack of choicéhecause opportunities to play in class arease.rinstead of seeirthe
children's engagement behaviour as incongruent with that observed in Wiltz and Klein's
(2001) study, | saw it as a possible indicator of their important decision to take advantage
of the play opportunity with happy sentimentsbélieve it might be proof that children

are motivated to use finger puppets because they are entertaining (further discussed in
Chapter 9). In this case, children are aware of the choices they make for enjoyment. It is
not quite apparent thoughvhether thar interactions and engagements with the finger
puppets will affect whether they have the option to use the puppets and the speaking

structures at their choice.
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8.4 Playing Opportunities in English Classes and its Effect on Children

Maya, like the chileén, who indicated that they do not have a choice over their play, said
that she ighe only one who can use the hand pupgéorain her English class. Maya
used the hand puppéNoraas a classroom mascot with her students. For example, she
used it togreet the children and to attract their attention when they were sleepy (see
Hgure 8.1). No child is allowed to use it. Playoise-sided interaction from the teacher

to the learners which restrictgheir choices and play opportunities. She said:

Maya L 2yfe& dzaS Ad 0SOIFdzaS Ad Aa 2yfte 2ySo L

ResearcherAh, so it is only from your side.

(0p))

Maya:, Sa> 2yfé& FTNRY Y& A4ARS® ¢KSe& f20S KSNW

A

Maya:wo X8 ¢KS& NBlIffe f20S KSNISLILAzZON WD ¢ bS2SN
1SSL) aK2gAy3d GKSYX dab2Nlré¢ gKSYS@OSNI L a&asSs

2N y20 Ay | 3J22R Y22RO 2 KSy L aLlsSl{1 FyR

<

L AYOUNRRdzOST aGb2NJ ¢ FyR S¢hfieNdnahgiSfaceand Sa  dz
SOSNE2YyS glyida G2 Y2RSt gA0GK YSl®zF Q&I &S N

interview, p. 14 & 15).
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Figure 8.1)Nora@ al &8F Q&4 KFyR LlMzLIISG o

The excerpt highlights the limited playing choices and opportunities that a@itelds to

the children and the barriers that prevetite children from being able to choose their

play activities, even within potentially creative activities like puppetry. One sided play and
interactiorsis not a play experience. Play is a shared sattiah (Barnett, 2013). Barnett

(2013) explains that play happens, basedr@O KA f RNESY Q& LISNELISOUA OS
choose what to play, with whom, interact socially, plan the activity and be invothed in

LIK&aAOkt | OGADAGE (cdpt tevealsKiltad impadimértsbahe a | & | Q
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OKAf RNByQa OK2A0Sa 2@0SNJ GKSANI LXIFe& ONBI
authoritative power can have a positive effect on engaging them in the lesson
dWhenever | see that they are sleepy and notreally eigjage NJ y 24 Ay | 3I22R
L AYOUNRRdAzOSSI dab 2 NI the thijdien get@sdpBoRuyiits to play wiha  dzLJé
the puppet as a last resort but are still not able to choose how to play wath-ite | Q &
excerpt aligns with Smith (2010) who discovetet adults who provide out of school

activities are restricted to minimisitige O K A f R NB yasadafely kneasuteSniposed

by government policies.

In my study, the root cause of adult anxiety surrounding the implementatibie MOE
polices ighe limited space and time within the educational contex{l{#dni et al., 2016)
(see section 7.2). Magjustification for utilisingNora@ Witen | speak and they just sit
and listen they become slegplyighlights the routine and formal teaching methods
employed to teach children in addition to the level of gdaged pedagogy that is used
in English lessons. For example, MS explainghbaipportunities to play depend on
specific conditions. MS wants his teacher to use games and activities to ehéven t
classroom when heets6 2 NS R @ WHen vielgét Boked, dwe want Miss Sally to use

3 YS& Iy R(Sécahd Bagpdraiig diéussion, p. 10).
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[221AYy3 o6FO1 G aSO0GA2Y TodOHOdMPOX YR GKS O
opportunity to play in Sally's class is constrained by their completion of the textbook
activities and then by the free time that follows. It is obvious that the classroom lacks
stimulating activities and games. MS wants his teacher to include them to bréak up
monotonous atmosphere. Play can makeait enjoyable and engaging learning
SYGANRYYSY(G> 6KAOK O2NNEa LI2ANéeHerndoh étkal. . | N S
(2022) argue that when play strategies are used, language acquisition can be improved.
Play can He MS learn languages because it gives him the opportunity to engage with

othersand exchange vocabulary.

Unpacking MS's quote helps to explore play in English classes in greater depth. For
example, how it can helihe childrenexpress themselves to hafin and learn at the

same timewhich are twocomponents that do not work independently of each other.

MS shared how he felt when play was lackirigafcnglish class and expressed his desire

for games and activities to be added. Whitebread et al. (262@lirs that ample
NEaSIHNDOK SEA&adla 2y (GKS AYLRNIIyOS 2F OKAfF
socially, intellectually and physically. In contrast, Whitebread et al. (2012 thate

there is no research on the impact of no play for céiidin my researchhe emotions

that the children felt in the classroom environment when unable to atagocumented.

Restriction likely resulted the children being bored, not interested, less motivated and
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wanting to leave school. King Qatapresed his feelings towards being in school using

his native Qatari language ¢ Wwhich means (run away from the school):

King Qatar:
Researcher? K& R2 &2dz ¢yl (2 NMHzy gl & FNRBY (GKS

King Qatar:l mean go out to plagFirst bo@® group discussion, p. 8).

His comment is a consequerafghere beingalack of play at scho@r him to enjoy and
engage in his learning. He expressed a desire to quit schoarsbetcould play and

have fun somewhere. He is searching for an environment more favourable to his needs.
| asked the children alot their feelings during English class. Nastiya, quickly and

spontaneouslyresponded in her native Qatari:

Nastiya:H , Witich meangijit is boring @
Researchek: K& R2 @2dz ¥FSSf 02NBRK wX8®

Nastiya:l want to play(First gif® group discussion, p. 7).
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The children make it clear that playful pedagogy is not a luxury but a necessity (Jamison,
2004) for optimal leaiing, although rare in their classes. This result concurs with those
of Howe (2016). She investigated the viewpointshdfiren who transition fronthe
reception stage to first grade in the UK. The children in her research showed
uncertainfeelings about bing inyear one, since they missed learning throplgty. One

child expressed his dislike of going to school because he just follows the teacher's

instructions.

In 2013, Qatar recorded its combined third and fourth periodic reports by state parties

in accordance with Article 44 of the Convention. Qatar submitted a report that took into

F O02dzydt ! NIAOES om 2y OKAfRNBYyU&a NAIKO G
{ dzZLINBYS O9RdzOF GA2Yy [ 2dzyOAf asSS1a (G2 ae@aldNBy3
in hobbies to realise his or her potential. For the purpose, the Council implements an
integrated, comprehensive plan for extracurricular activities. The plan has clearly defined
goals and times and does not infringe on planned classroom activitievegry the

{ dzZLINBYS 9RdzOF GA2Y [/ 2dzy OAf @ ¢CKS / 2dzy OAf Y2
the rules and guidelines on extracurricular activities issued by the Office of Independent
{OK22fa (2 SyadzaNS GKI G RS&aA3IWDigiwRibrandK 2 2 f

2016, p.91).
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The periodic report excerpt makes it clear that the Supreme Education Council has
planned extracurricular and classroom activities that children can participate in. The
Council regulates and monitors the execution of thastvities. UNCRC Atrticle (31)
specifies that children can freely participate in play and recreational activities appropriate
to their age and interests. The Qatari report states that the Council decides which
extracurricular and classroom activities appropriate for children to ensure that they
realise their interests and learning potential. This is evidence that children can have some
influence over play yein my study findingghey continue to have no decisionaking
authority and are not free tohoose their play activities in school. Wand Chesworth

(2021, p. 13) explain that a pokdsiven mode of play is not appreciated for its own sake

but rather for the results it yields and the way it prepares children for formal learning.

This chaptehas contributed to the UNCRC Article (31) concept from a global perspective
(Qatar) as every UNCRC Atrticle should be included into a global convention to be applied
in a specific context (Van Gils, 2007). As what is thought to be the first studymaf its k
Qatar, this was accomplished through listening to children's voices in order to understand

how they approach learning English.
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8.5 Summary

In this part, Bnalysed the children's opinions on being English learnerthamehys to

learn Englishspeakingvhilst exercising their right to play and engage in learning
FOGAGAGASAD LG I yagSNBHwvioKdEyoundchldrghi Qutira S NI
fA1S G2 €SIENYy aLlsSIE{Ay3d 9y3If AaKthéGK A RINBWSRE
preferred way to learn English speaking. The children justified their choices and
suggested various play activities to support their English learning. Their suggestion on
forms of play that engage them in the learning process during the lesson is in keeping

wil K GKS fAGSNI GdzNB 2y-SYRSR{ XY RENRF 4% | &b M
2014, p.146). The children, through their play suggestions, wanted to convey specific
YSaal3aSa G2 GKS IRdz G&a o6YSOd® ¢KS& wasyRSR
of learning (Ackerman, 1999), whiwhsabsent in the English classes, and so a range of

skills and contextwerelacking which impacts their learning, development and lives.

¢tKS OKAfRNBYQa 2LIAYA2Yya theiadk ofpldgd th&Q@afah 2 y a4 LI
educational setting caudea lack of social interaction, challenge, nurturing learning
experiences, support and the right to take part in enjoyable activities. In spite of play

being incredibly scarce in the English classes, it is intelgsiingote that the strong

desire for play by all children persists dnalt their opinions on play are not influenced

by its lack of use by the teachers in the classroom.

Page |288



Play is a significant part of children's school lives and children understarighétis
free,Sy22el 0t Sz a20A1r06fST LRAAGADS YR 'y AYl
and outside the classroom (Wiltz & Klein, 2001, p.222). Play encompasses more than just
engaging in playful activities and doing childish thiRather,the childrer@ right to play

is a right to belong to a community that valdles children's approach as a very typical
contribution to social life and tthe children's own development, even if this has
characteristics (playfulness) that are unusoadults (Van Gils, 2007, p. 361). | redlise

that children worldwide, including the children in this study, share a common perception

of play as fun, regardless of their educational contexts, level of agency or whether we
heard their voices (Nicholsonat, 2014). It can be said that play is a crucial component

2T OKAf RND® P&y is tofbd a&Bild antl t Be a @hild is to play (Van Gils, 2007).

2) Part Two
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ydc 9EAAGAY3 ¢S OKAYy3a t N OGAOSAY / KAf RNBY

This part explas whether the techniques are designed and implemented with the
OKAf RNByQa @2A0Sa AY YAYR O0FNB (GKSANI GASsI
answers the first part of the second research questo:y @ KI G @&l &a | NB
strategies in Qatainformed by the voice dhe children and teache® ¢ KS OKAf RNBY
experiences provide insighinto how learning and teaching are conducted in tightly
regulated contexts ithe Qatari English classes. This patusses the extent to which

play-basedpedagogy might operate in a closed and regulated educational setting.

8.6.1 Stereotypical, Traditional and Boring Strategies

The data obtaineffomthe OKA f RNBEYy Qad RA&OdzadAz2ya 2y K29g
in the classroom to teach English intkcdhat these strategies are stereotypical,

OGN RAGAZ2YIFE YR 02NAYy3Id ¢KS LINFOGAOSAE aidNd
their interest andare unable to offer them a place to effectively position themselves

within. Different children expla¢d various learning experiences:

DaisyReading made me bored.

Researcheivhy?

DaisyBecause it is too long, | cannot cope with that.
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Roro:When the teacher taught us for a long time and did not allow us to go to the board,

we became bore(Secondyirl@ group discussion, p.13 & 14).

The sevetyearold children are aware of how a particular teaching method affects how
much they enjoy learning. For example, Daisy openly confirmsetidingis a boring
pedagogyecause the amount of time spent tms activity is not appropriate for her
attention span. She gets bored and becomes blase after reading for a long time. Roro
explainghatit is boring to learn a topic for a long period without moving in the classroom
(i.,e. go to the board). Daisy andr&amake it clear that when developing and
implementing pedagogical techniques, their abilities and intemeshot considered by

the teacher. Reading appears to be taught in the classroom in a traditioraidede
manner, which results in Daisy beingnwolved and apathetic. Kai and MS express their

views on another teaching pedagogy, dictation é§ispelling test):

Kai: Dictation is boring. | got bored by it. It is very boring.
Researchertb X 8 2 K& K [ Ly @&2dz Of F NAFe LJX SI asSk
Kai: | spend too manydurs just writing and writing all day

MS: Dictation is boring. When we train on it at home and come to school we sometimes

F2NHSG® wXB8d LG ASecoadbopa@dupilistasdion, plll &R12). y2 i A
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The children clearly missed the grable aspect of learning and find-ddly dictation

boring. Kai finds dictation tedious because it requires constant practice and memory to
get it right. MS is so uninterested in dictation that he eventually forgets it. According to
the children more dynanic and engaging approaches to teaching and learaiag
needed in the English classroom if they are to be engaged and successful. Daisy and

Nastiya talk about another strategy in a negative light:

Daisy: If there is a story time, it is boring. Becausakies a long time.

Researchet: K& R2 @&2dz FSSt 02NBR Ay | &ai2NB GAYS
Daisy:Because we have to follow the teacher with our fingers, and then we read together.
Nastiya: But she did not give us time. Only five minutes.

Researcherth X 8 ® L Fyoudnkrétima, da@Sthis help you learn English and like it?

DaisyDo you know why | do not like story time? In each class, the teacher asks me to read
I a02NB 6AGK | RAFFSNBYG FNRSYR®DSdeond | yi

girl@ group dscussion, p.16 & 17).

Daisy and Nastiya mentioned soidory tim&xlements that they find tiresome which
affectstheir enjoymentn class. Daisy's quotes illustrate how rigidly, traditionally and

routine story time is used in English classes. Tharehibdhere to specific procedures
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during story time (using fingers to follow the teacher and iregihgether but not with

a close friend). Daisy was clear that there is no time for play during story time because
strict procedures are in place. Daisyasprless in being able to alter the amount of time
spent on story time. Nastiya also recognised the importance of setting aside

appropriate amount of time to read a book joyously.

As previously discussed in section 7.t timing issue that Nastiyraised emphasises

that both students and teachers are nested in a rigid and hierarchical system that does
not recognise individual needs. Daisy, on the other handalspecific desire to read

with a friendof her choice She mighbe trying to make fends by reading and talking to
someone she knows. This finding concurs with Howe (2016) who discovered that
children's interest in school revolraround forming and growing friendships. Howe
(2016) explains that if children are unable to play and havafschooltheir ability to
explore new interests and socialise is hampered. This finding supports the need to
increase interactiomand the social environment to learn stories. It is consistent with
Alleel SNY R2y S whofedepoit staited that wheerk playbased learning is
present in classrooms)e literacy gains are stronger because literacy grasping occurs not
only during direct wholgroup teaching and small guided reading groups but also during

more intimate storytelling and in play settin(p.127).
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The two girls chose not to respond to my question on the extensidgtarfy timeQ
Perhaps this is because they were more concerned with the challengdadhéy the

English class in making their voice heard. It might also be that tkeeytmgudge for
themselves whether having extra time will help them learn English and enjoy it by
investing extra time with friends discussing the story and having free time on their own.
tKS OKAfRNByQa 02YYSyila aKz2g pehyRShweS 27T
they believe can improve their environment. This finding is consistent with the literature
that reveals that when children are immersed in an experience, they use more than their

everyday cognition and capacities (Moyles, 1989).

The chillren's concerns about uninspiring teaching and learning strategies are supported
by the observations | made in the classroom. New vocabularies were taught in a class by
Maya who was assigned to teach a speaking lesson. The children are expected to utilise
the new vocabulary when speaking new structure. Before introducing the speaking
structure, which involved making suggestions, Maya spent fifteen minutes introducing
new vocabulary using images. The new vocabularies were introduced by the teacher
using a PwerPoint presentation. On a slide, she wrote each of the new words. She
started by displaying the associated image before moving to the slide to discover its
name. There were no 4depth inquiries concerning the newly learned vocabularies to
help the childen relate the new words to their daily lives, communicate with them in

social context and express themselves using these recently learnt words (Stern, 1983).
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There were there no games (play aspect) for children to enjoy and master whilst learning

the vocaularies to use them ithe speaking activity (Allederndon et al., 2022).
Nevertheless, there was a lectwstyle of teaching going on f@acher asks and a child
answers) (teached Sy i NERO oal &l Qa FANRG OflFaaNez2yY
techniquewas used with Sally when revising previous learnt vocabularies to teach a new

aLISEF1TAY3 adNUzOGdz2NBE o{ I ftfteQa aSO2yR Of I & &N

8.6.2 Teache€entred Teaching Approach

The data obtained reveals thatet teaching pedagogy in English obgsss teacher
centred. The children receive a linear form of teaching and learning. Filice (2011)
argueghat language cannot be taught in a traditional, -air@ensional, teachecentred

manner; alternatively, teaching strategies must place emphasis enetlrners to
encourage them to actively participate in the classroom activities. She contends that
fly3dza 3S GSIOKAYy3I Aa Fo2dzi YSFEYyAy3IFdzZ €SI N
context and not merely for the sake of teaching a languagefo€he of learning should

be on the learners (Filice, 2011, p.34). Maya, in her quote, undoubtedly contradicts the
views of the children and Filice (2011 )tl@astrategies to be used in English classes. She
pointed out that teaching English speaking isedvaditionally and linearly. She saitd

it is a speaking lesson | must use drilling. You say something and they repeat it. For

Y2RStEfAy3 @2dzZZ Y2RSt IYROAKERQABEBNEE »Yiié
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This quote illustrates that Maysthe backbone of the English class and the children are
marginalised as active characters. For example, when she speaks, the children echo her
and watch as she performs. The children seem to take the stage as secondary performers
who are instructed toapeat, notice and watch. Hedges and Cooper (2016) argue that
GSFOKSNAR OFyY YI1S RSOA&aA2ya o62dzi GKS OK;
autonomy to act on these decisions might restrict knowing how plays exishe

curriculum. Their declaratiogi I i 2RR&a 6AGK al &l Qa aAaddz 4A:
is compelled to employ drilling and is not able to change the curriculum or the teaching
methods she uses. She is following rather than judging or identifying what is best for her
children. Altenately, Maya would be able to express her autonomous understanding and
recognition of how plapased approaches can be understood by the curriculum if she is
giventhe space and place to interprdte curriculum and her children's learning. Her
independentunderstanding about creative strategies is likely to appear by showing how

she views innovative teaching strategies based on her recognition when she had the

space to interpret and judge the strategies. | asked her what creative teaching strategies

meantto her away from the restrictions in the schosle said:

Maya: dt means something that will have my students engaged in the learning process
WXB8 Al Aa a2YSOKAYy3I &2dz GNB (2 R2O® {2YSOK
have them excited abdu G KS € S| N}y Ay 3 LINE OS adadt & [LQia GFAA N

interview, p.4 & 5).
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al el Qa O02YYSyld SELXIAya KSNI FoAtAGe G2 Ay
mean to children from her viewpoint. Her autonomous decision shows recognition of the

value of engagement in the classroom. She understands that it can ipldyead other

inventive learning activitie$dedges and Cooper (2016) argue that teachers might be
restricted by deliberating how play exsist the curriculum, which contrasts it al é | Qa
viewpoint. In a similar vein, Sally lsagearlysimilar viewpoint on creative engagement

in the classroom:

Sally:a/ NS+ GAQGAGE YSlIya (2 YS dzaaAy3a &GN G§SIA
Sy3r3asS wxeo ¢2 0S aA YAl dessrib&idor yp2thegamié ive/ 3 | y
did today. It was simple so all students engaged and | was able to achieve my lesson

202SQN{AlAStaEQa FANRG AYOISNIBASGS Lldoov d

According to Sally, simple games produce engagemetiteiclassroom as part of

creativity, which indicates that she hased play techniques with her learners. Based on

the complex teaching context Sally worksni®atar, choosin@ggimpl€games that do

not need too much time to teach and to implement is esserfli@ple games can be

used hat do not impedeon completing the textbook within a specific time frame (see
section7.21h LINA O SG Ff® o0nnumo O2yRdzOGSR NB&SHEN

school teachers in Romarua ways to gamify classeghe teachers concluded that the
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time required to plan and implement games in classrooms limits their use. Sally is too
preoccupied with followinthe strict MOE class time restrictions to be able to properly
prepare games for the children. Sally recognises the advantages that gamenés ieer

OKAf RNByQa SINyAy3ay

Sallya C2NJ aLJSF{Ay3a L Yzadte dzasS Il YSao WX 8
GKSY W5A0SQo 2S dzaSRI W5A0SQ G2RIFe& |a Of
W{iylF{1Sa |yR [ I RRSNA @Ge students 8ngagdd kaBay dunythe 32 2 R

f Saaz¢g@r wWX8QE FANRIG AYISNIDASGTI Lilomoy @

L Fa1SR {lffeé ¢gK& AaAKS dzaSR (GKSasS {JHeYKY Al dz
help or encourage students to engage, to achieve the targets and the studenti®haarn

SIFOK @{KEBNEQA TFANRBRI AYISNIBASGZI Llpov ®

Using games to teach English speakiaglzi dzZ f LINJ OUGA OS Ay { I ffeQsa
playing games with children helps them learn and develop critical abilities and skills in a

cooperative, sociaktting. Sally explained:

Sallyg . SyadSy d2fR YS GKFEG YAy3 vIiEGFENI RAR y2i

@€2dz Oy GSIFOK KAYQO® ' FOSNI GKFGE YAy3 vIdG
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it. It was amazing. | spent the whole lesson tegcthem. In only three minutes with
his classmate, he achieved the lesson objective. He understood the target language. |
was really excited that this boy and his friend were engaged and learnt. The game was

g2y RSNFIdIf €2 Qa4 FANBROG AYUISNIBASGZI LIOPHU D

Sally acknowledges the positive impact games have on engagilearning and their
benefits on skill acquisition in tletassroom (Allegélerndon et al., 2022). She recognised

that learning through play enables children to examine their own needs, eeend

goals. Games help children develop their skills and abilities. They can be used to develop
a communicative and cooperative atmosphere amongst the children. Moreover, Sally
emphasised that using games in her teaching helps her achieve the legscived

which is the primary goal of the educational system (see section 7.2.1).

Theweof3 YS&a Ay {FfteqQa Oflaa 6SNB Iy SEOSLIU
present his knowledge and interact with his classmate, King Qatar. Such a game enable

the children to voice and share their experiencethanclassroom. It is clear that games

help the children to relax and learn from each other in a novel and social way as an
alternative to receiving a forma lecture (Allderndon & Roberts, 2021). Tigames

St S@rGS GKS OKAfRNByQa @2A0Sa Ay GKS S| Ny

context of the strict and closed education system.
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The datecollected from Maya affirms that there are few EngéipkRaking teaching

techniques used in clasooms with children:

Maya: Usually | do not use that many of the strategies whilst teacpeaking. | use
LINPLISNE &8z 2yfeé 2yS 2N Gg2 2F GKS adNXdGdS3aa
Drilling, modelling, this goes in all of my spfaki f Sad2yad wXB8 d {2YSi

puppets. Sometimes, | use some visual Prompts.
ResearcherPrompts like what.
Maya: Like sticks with some pictures.

Maya: For example, if | give a girl a stick with a picture on it, she will look at it, paint wit

the stick and speak about the pictdrea I @ Q& FANRG AYGSNIBASHS LI

The excerpts from Maya attest to the finiteness of the methods she uses in her classroom

to teach children to speak English. In all of her Ergéiskes, drilling and modelliage

virtually always used and visual aids and pupgretinfrequently used. Drilling requires

f SINYySNBR G2 NBLSFG fFy3dza 3S adGdNHOGdzNBa ¥
Modelling occurs when a teacher invites a student to the front otldes to modehe
fly3dzZ 3S aGNHOGAINE 6AGK KSNJ 6al &l Qa FANERID

English speaking appear to be quite archaic and outdated but the use of visuals is a more
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current practice. Her techniques are rudimentary aack|originality and creativity.

Drilling and repetition are old methods that date back to the early days of education in

Qatar (AbotEFKheir, 2017). Minimal pldyased teaching methods are used during
Engliskspeaking class. The children are gioen anappropriate amount of time to

practice the speaking structures Maya teaches. Maya expl@n¥ 8 ® ¢ KS LINRPOf S
they do not have enough time to praeti They only have ten minutes in my class to

pracicS @ ¢ KF G O®yy2 DA VRANEGE Ay i SNDA S

My observations in the English classrooms corroborate with Maya's perspective on the
need to give children time to practi speaking. For example, in one observation, near

the end of the Englislesson, Sally introduced the speaking exerc@® the textbook

to her children. They prastéid using the puppets for approximately five minutes only
whereas the remainder of the lesson was used to engage in activities other than speaking
o{rtfteQa FTANRG OflFaaNR2yY a&yadh SaNPdsihe\gly = LIO
practised asking questions, responding to them and making suggestions to their friends

T2N) 2yfé FAOS YAydziSa oal &l Qa FTANRG Ofl aal

al &l Qa fAYAGSR G(8FOKAY3I YS{K2RA4cingBAglishk & Of
speaking. Her students, Sara and Daisy eepldiat ¢ 8 2 YSGAYS&a (GKSNB Aa

GKIFG ¢S54 a1édXe 06F>0KS Oflaas dGAYS NHzy |
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questiod 0 { S GBRgyoip diSchsNibn, p. 7 & 14). Gitimgchidren ample time to

put their new knowledge into pracé helps improve their learning skills and provides
them with a comfortable setting. It also provides them wtile spaceto express and
share their thoughts and ideas. In the section that followsilllewamine whether
teaching strategies are devised with the voice of children in mind and the criteria the

teachers use to desigheir teaching practices.

ydcdo 52 / KAfRNBYyQa +2A0838 LYLIOG GKS ¢S+O

A closer analysiof the teaching strategies employed in English classes by Maya and Sally
revealed that the voices of children are not considered when developing them. The
teachers shova desire to apply appropriate pedagogical strategies to accomplish lesson
objectives and guarantee their students comprehend the languagielstures.
Nonetheless, it appears that without their input, children must learn with whatever
techniques the teacher, and ultimately the MOE, deaigdo be used to teach English
speaking. | questned Maya and Sally about the decidiogy madeto prepare their

speaking lesson. They noted:
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SallyL ¢l yid (GKSY (2 dzyRSNRBRGFIYR K2g G2 | yagsSN
engage, | like all of them to achieve the class objectives, to wardkemtd not to just

memorise the answers.

Researcher:So, your main consideration when choosing a strategy is student

understanding.

Sally: Yes, | want them to understand what they are answering. For example, why do we

Al 83 GAdé | YRS2WH{NBE 8/0s FRNEBHY AHSNINDA S8 s

Maya:a L¥ L Y LI IyyAy3 | adhduldpesgedkingl&ed diz y > | f
| am planning a reading lesson, all the activities should be rdddnfg I 4t SR® wX868 2§
today. | showed them a mapabtity, including, emuseum, gark and aschool. | began

by asking them questions just to remind them of the vocabulary and then | displayed the

speech bubbles (speaking task). We read them and started to make some sentences,

according the language stO & dzdB & I Qa FTANERG AYGSNBASSaAIT LI

Sally id€arefullo make sure that her students are attentive and understand the lesson.
In addition to achieving the lesson's objectives, Sally places emphasis on giving her
children meaningful learning eaqgences. In her class, knowledge retention is the desired

pedagogy and has priority over memorisation. Sally assumes responsibility for coming up
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with instructional strategies and speaks as if she is only in charge of selecting and creating
teaching methds. She is perhaps unaware to the fact that the children are an essential
part of the process. Maya, in contrast, strictly adheres to the guidelines provided by the
MOE Specialist. Analysis of her transcript revealed that she follows the MOE's
requiremens when formulating her speaking strategies. The children are not involved in

this process.

Maya's teaching appears to consist of checking off boxes and completing steps (asking
guestions to revise previously learnt vocabulary, presenting the new langtragture,
reading it and making sentences using it). It seems that the considerati@chbfldren’s

voices is lacking from the formulatiortloé teaching strategies in Qatari Englggieaking
lessons. The children are not involved with developingooistructing the teaching
strategies. As was already established in section 7.2.1.8ableers unintentionally,
without knowing, exclude childrdrom this process. Maya and Sally point out that they

do not verbally ask their students fibreir input on the teaching methods but instead

extrapolate information from their body language (facial expressions).

7 A

They/ f 2aAra 2F (K RFaGl 2060FAYSR TNRY (GKS
classroom observations indicates that the early years Bnghghers have difficulty
teaching speakingand that their teaching instructionsequire improvement. For

example, in Qatari textbooks, speaking is taught through grammatical structure with
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"Let's Play" being the title of every speaking lesson. Thireshiin second grade (age
aSOSy FtyYyR SAIKGO ySSR (G2 dzy RSNAUIYR FyR ¥F;
response to a statement. For examplee statement: "It's Sunday. Suggestion: Let's

shop" (Student's Book, 2nd grade, p. 106). Strictly folpuie textbook to teach

structure in a way that is appropriate for this age group is challenging. The children need
meaningfully daily lived experience examples relevant to them to be included in the
teaching methods to facilitate learning. Maya expressaspoint of view regarding

teaching English speaking:

z A

Maya:a L adNMzZ3tS gAGK (K aLSEF{AYy3a ftSaazyo
reading lessons even though, reading is a hard skill for my students to grasp or to absorb
but speaking3a dazyad® ,Sa>x L R2 Fl OS oARP®ESHFaT BN

interviews, p.6).

GoXe L FY y2id NBFrtfte ONBIFIIAOS 6AGK GKS alLd
lessons. No teacher likes to prepare a speaking lesson even before theilsrandv

0KS NBAGNAROGlAZ2YaD L NBYSYOSNI yYa O2ff St 3dz
G SiQa tflreé¢ odzi ¢6KIG Oy 6S R2 6AGK Al®
the language structure is a bit complicated for Grade Stuaents. You need to teach

- s osoA A~

0KS O2YLX AOFI GSRO&K &30z IBA ME NHDOY dABBA Ssas L
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Teaching speaking is particularly challenging for Maya and the English teachers in her
school because they are teaching ative second grade children colepgrammatical
structures. Her extract reveals that the language structures in the textbook are too
complex for young children to understand. Maya highlights the challenge she
encountered when designing and delivering the speaking lessons to her children.
appears that teaching speaking is a collective concern in her department and teachers do

not like to teach it.

Observational data of the two participant teachers suggésitt children are currently
being taught with strategies that need to be alttte become more childelated and
pertinent to their context. For example, typically, teachers preentgrammar
speaking lesson on the board, read it aloud to the students and then invite a student
(usually a high achiever) to perform with her/him riont of the class. Later, a few
students are asked to rehearse in front of the class. Maya used the finger puppets to
teach her students how to make suggestions. She took the elephant and rabbit from the
finger puppet set and performed a suggestion. Sbdethed in front of the girls once

and then asked them to voluntarily come to the front of the classroom to ggrasiih
KSNJ 6al &l Qa FTANRG OflFaaNR2yY 20aSNBIGA2Y S
suggestions) in an explicit direetdtraditional manner. She stood in front of the children
and presented the structure to them wearing the finger puppets but without

implementing a meaningful scenario.
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Enhaning thelearning (making suggestions) might need to be accompangiadshort

story, dialoge or a scenario that is related the OKA f RNBy Q& f AGSR SEL

2011). Language structures, like any other early years curriculum comgedttobe
taught using childed activities rather than teachdéed activities. The children need to
make sense of new learning experiences to establish meaningful connectiortbenith
context (AMThani et al., 2016; Howe, 2016). Even when using the finger puppets, Maya
defaulted to a teachedirected method that was not particularly playful. The puppets

alone are not aguick fixp Q

The literature reveals that including play in language classes aids in the development of
language learning since play is thought to be innately langidgéHassingeDas etal.,

2016). According to Alhani et al. (2016), thresearch finding contradicts the Early Years
Education Good Practice Guide (GPG) in Qatar, which views play as an important factor
in shapingearly childhood education. The GPG ensubed children get learning
opportunities that are proper for theirge and context (Education Queensland
International, 2009). It seentbat it isnot possible that Mayaasbeen trained for the

GPG 8 she doesnot carry out its content, especially since she receives regular
supervision from the MOE specialist (see secti@l). As Maya acknowledged her

AGNHAITE ST aKS YAIKG FAYR A0 RAFFAOdMA G G2
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AlleeHerndonand Robers H nH MU0 | NBdzS GKIF G YSIFyYyAy3Tdz
have an understanding of both content andyppedagogy to design learning spaces that
are interactive, intentional, investigative, personalised to interests and needs, scaffolded
to support discovery and connections to prior learning and aligned to academic goals and
aidl yRI NES&)EIn thisadely, the teachers are knowledgeable about meaningful
learning butthe MOE restrictions (i.e., space, time and a requirement to follow
guidelines) constrain their ability to apply it in the classroom. Any meaningful learning
that happens is quickly quasd by the restrictions. The learning that occurs ishasled

learning to complete the textbook (see sections 7.2.17a2d..3.

We could argue that knowing and understanding such a concept does not always lead to
a meaningful practice (learninlly, on the other hand, does not find teaching speaking

as challenging as Maya but acknowledges that there are strategies requisstth

t

&

~

children in an engaging manner. She said, YAYy 3 A ad ydzYoX@EAY S F2N

A YAYy3d aGARASFANEL AYISNDBASES LIy 39 o d

satisfaction with her Engligpeaking instruction and her ongoing personal efforts to

{

advance her teaching strategigsL. 'Y | f gl &a f221Ay3 F2N yS¢

and check whethektS OKA f RNBY & {AH{S &iCKaS YT A2N\E Oy 2A0yE( S NI A
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¢KS RFGIF 3FIKSNBR FNRY {lffteQa OflaaNrz2y
discovered in her transcripts. During an observation of a new speaking lesson, she put

an elephant finger yppet on her lefthand index finger and a rabbit on her rigiand

index finger. She began the lesson by asking and answering the question herself. She
played both finger puppet roles and did this many times. Eachgheeused different
vocabularies. £NJ SEI YLI §$2 2y S LJzLILIS (i brash gourReeth & { (0 K
SOSNE RI@6K ¢KS 20KSNJ g2dzf R NBLIX &z b, Sasz |
tKS FAYIASNI LIzZLIISG 62dzZ R alP ab23x L R2 yz2i
andlistened dzi RAR y20 O2YYdzyAOFGS o{lffeéQa asSoz
presentationof the language structure was explicitly completed but questiorntio

students need to be presented in a meaningful manner. The children appeerfeded

as to vhat was being presented and what was expected of them. The teachers did not

apply reallife situations to facilitate understanding.

Sally is clear about the function games play in facilitating the teaching of the English
lesson, motivating the studentyaR Ay @2t Ay 3 (GKSY Ay (GKS €SI
2021). To build on thishe can involve the children in elicitithg new structure that

she presents by asking them questions alibetpuppetry dialogue and getting their
feedback. She can a$lem how this can be applied to their own daily routines. Involving

the children in meaningful dialogues,amontext relevant to their livess essential in

teaching them a language. Finger puppets can be used to effectively introduce language
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structure and to improvehe teaching instruction. The puppets draw attention to the
communication of speaking structure (S@&eapter 9 for further details). The teacher
observations reveal that the children need to be involved in the learning procegnso th
they are interested in what is being taught. Sally used the finger miopetodel but

the children sat without expressing interest in what was being discussed. They only began
to communicate when they hateir own puppets to work with. Sally used the éing
puppets but not in a particularly playful manner. There needs to be frequent
opportunities forthe children to interact with the puppets to generate meaningful

learning experiences in a playful atmosphere.

The comments made by the children regarding ffedagogies used in the English
classroom suggest that they are uninterested and boéed. K Sy ¢S 3IS{i 062 NBR;
alhaa {ltfte G2 dza $Secand ¥ @yroup istusdiod, (pALFRA{(1QAE 4 £
assertion forces us to acknowledge that the gaméyg Gses do not seem to satisfy him.

M2 astatement makes us question the degree to which the games Sally utilised both
GKNAft SR YR SyalF3aSR (GKS OKAf RNEhdllenge®R Ay |
are not because of the complexity of the sturets being taught but are the result of

ineffective teaching methodeglated to thechildrem speaking structures.
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CKA&a FTAYRAY3I FAOa 6A0K G§KS THihafsomeiehéhere T h LIN
lack the methodological expertise needed OB NLI2 NI 0§ S 3IFYSa Ayd2 UK
etal. (2021 remaad(i K G Y2aid G§SIF OKSNER Ay {0 KReicN) & G dzR¢
o0laSRé¢ 6L mMmMHU YSGK2R G2 GSIOK GKSANI aidz
playing games. This corresponds with B1 Q& | 3aSNIA2ya 2y GKS |
method for teaching speaking to some extent. Both methods prevent children from

LI NOHAOALI GAy3 Ay Oflraasxr ¢gKAOK 2LJ1asSa GKS
right to expresgtheir opinions,to take part, to play andto engage in creating an
interesting learning experiensthat relate to them. Children have a unique opportunity

to recreate their own understanding of issues that interest them by interacting with

others when they express their opingparticipaingin such activities and refleagon

their participation.

Play is one way that these issues of interest come up in early childhood settings (Allee
Herndon & Roberts, 2021; Hedges &Cooper, 2016). Therefore, it is not intended to
advocatethat children have free control over what they learn and how they learn it but

rather to consider the benefits of giving children the chance to participate and pursue

their own learning through play and teaching pedagogy (Howe, 2016).
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8.7 Summary

7 A

Thissection answerd i KS FANBRG LI NI 2F (K aS0O02yR NBa
teaching strategies in Qatar informed by the voice of children and te@hers G &R A & O dza ¢
the extent to which children exercise their right to engage in play and interdct w
Engliskspeaking strategies during the English lessons. The section ed#mispeaking

techniques currently used by English teachers and the degree to which they are
connected to playased pedagogyncludingthe OK A f RNB Yy Q& edgnatit®@S @ L G
children lackd control over the play used in the English class becaubke odnsiderable

constrairts (i.e. lack of time). Yet, thegrecommitted to the activities provided by their

teachers. The situation resett in children whowere not enjoyingthe classroom

environment wanting to leave school to play outside in a less constrained atmosphere.

Teachers appead to be at the centre of the learning process. Thegadets upbeat
authoritarians who decidewhen and how much play is appropriate. Teas were

aware of the advantages of pthgsed pedagogy for children's learning bidtrebt have
appropriate guidelines on how to use it effectively. English classroom activities in Qatar
had included a variety ahstructional methodologies. Both MayadaBally hd used the
traditional methods of teaching English, with the teacher serving as the knowledge
provider and the child as the knowledge receiver. Thissaied linear approach to

teaching negatively impaad children'sinvolvement in the learningrocess. To counter
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the imbalance, Sally Haleveloped atbom{¥or hosting play pedagogy. Analysing the
teacher extracts revealed that they find teaching children to speak English a difficult part
of their job. It is an issue mostly caused by the contplarid quantity of the language
structures that must be taught tthe children and the lack of appropriate teaching
methods that must be used. In this rigid system, it feels that the children's voices do not
have a chance to stand oamd they are no longdree to contribute to the development

of the pedagogies that are taught in classrooms.

In the following chapter (9), | elaborate on this chapter's boftgnstudy to examine
whetherfinger puppetry is regarded as a fun, interesting and-ipéesed pedaggy that

is associated with children's learning. | analyse the experiences of children and teachers
with the finger puppets in Englisipeaking classes. The discussion in this chapter
regarding the use of play pedagogy in English speaking lessortheaddildren's
preferred methods of learning the language fednthe basis for the upcoming
chapteras | elaborate on the relationship between finger puppetry thedchildren's
preferred forms of play. For example, whether it enharitesr enjoyment of and

increasegheir engagement irthe Englishkspeaking lessons.
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/ KFLXESNI bAYSY tdz2AJLISGNB QA / NBFGAGS t 24
Evaluation of the Finger Puppetry Intervention

[N
(@)
<,
[N
>*

9.1 Introduction

This chapter expands and deepens pineceding chapteas part of dottom-up study

to examine whether finger puppetry is considetede a pleasant, interesting and ptay

based pedagogy associated with children learning. It analyses how the finger puppets are
used in the classroom by the kclen and how the teachers feel about how they affect

their learners as a teaching tool. The relationship between employing finger puppets in
English speaking lessons and the children's interest in class is touched upon in this
chapter. The chapter add@sSad (G KS (GKANR NBwM 8dedNID&K |j dzS 3
implementation of puppets into the classroom influertbe O K A f Rntefest and

attention at home?How do the children perceive the use of puppetry in English at
K2YSKE ¢ KA & |ddghskiioile?lge toQmdérdtaind tie nfillenke/fthat the

finger puppets have ome OK A £ RNB Yy Qa Ay Spebkin$lasSoyfsi Ay 9y 3IAf )

The central idea of this chapter is that children are excited using the puppets tsegoracti
English speaking as it involves andrjgles them with a sense of meanimgking. Finger
puppetry enables them to voice their own ways to learn and to suggest its improvement
to meet their learning preference3heEnglish teachers acknowledtye influence of

finger puppetry onthe childrens involvement and interest but did not providay
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recommendations, unlike their students. Using finger puppetry in this study as a teaching
method to teach children speaking is an attempt to assess its impabed@K A f RNB Yy Qa
engagement in English lessdmecause the teaching strategies currently in place result

in unengaged and unconnected learning experiences (see section 8.6.1). The opinions
and feedback othe children and teachers on this methbdwe beensought to better

understand its impact on ddren's engagement.

92A CAYIASNI t dzLILISGa KWNB KEAZRNESYRAL Y Y &NE Bl OK3 N
the Use of Finger Puppetry to Learn Engliphaking

The data collected from the participants (children and teachers) suggests, at leagt initiall
that including finger puppetry in Englispeaking lessons has a positive impact on all of
the participant children in a variety of ways. It, for example, thrilled many of the children
duringthe English lessons, assisted them in learning Ergpistikng in a fun way, freed
them from restrictions and gave them space to communicate and to voice their opinions,
generated a cooperative learning atmosphere, increased-cgefidence and
encouraged them to imagine situations that were relevant to their tladg. In this
study,the children used finger puppets in English speaking lessons tospreygtiaking
dialogues from Qatari textbooks. Then they brought the puppets home to continue
practicing what they had learnt in class and added their own contiisufihis is a more
effective way to stimulate children's attention and involve them in learning and practice

(Salmon& Sainatg 2005).l asked the children tprovide theirfeedback to me on their
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experience when they used finger puppets in the classromma had finished filming

themselves. They remarked:

Sara:lt is beautiful and interesting and we were speaking English using the finger puppets.
Amaya: It is fun and interesting and it helps us to speak English.
Amal: It is interesting and helps wsatn.

Roroxo X8 L Sy 22 @& $FRcondigi@ §rduy discugsion, . 4 & b).

Benten: We had funSecondoy®@ group discussion, p. 8).

King Qatarl felt that enjoyment when | use it.

MS:Yes, | enjoyed. It was n{@ird bo® group discussm p. 2).

As evidenced in the exchange above, the children explained that the puppets interested
them when being implemented inthe speaking lessons. It helped them learn English.
Theattraction and engagement théte finger puppets generated made aser forthe
children to involvéhemselvesn the lesson, to have fun and to learn English. This finding

alignswith and supportghe other findings For example, Potgieter and van der Walt
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(2021) found that puppetry as a pedagogy of play has positikd i®i 2y OKAf R|
engagement. In their study, learners found puppétrped Fdzy I yYR Sy22el 6f ¢
GSNBE aY2NB LI NI 2F (GKS fSaazye o6LIdmMonoOd® Ly
found that puppetsaus the childrento concentrate andbecone moreengagegdwhich

Ad KSELIFdz F2NJ 0S|I QKeS Mt puppeiiiat@d Childemisn M1 > L

attention and easily involve themtime work. The children in her research did not need

their teacher to stimulate them but rathghey used the own initiative.

The mppets captivatedthe children's attention and they were willing to work
attentivelyfor i K S LJdzLJLIS (1 & ® | ©O@D22A)MBskafch, thé iavoleteénPaddS O
excitement that puppets generate help children comprehend the nzteeing taught.

Kroflin (2012) also explains that puppets are ideal for teaching all languages, including
their mother tongue and improving children's spegamcouraging them to employ novel
structures, dialogues, vocabulary, and grammar structuresgmgksh teachers in this
study confirmed the previous studies and their students' viewpaoamd stated how

beneficial the finger puppets were to their students' learning:

Maya:a LG FGGNI OGa GKS addzZRSydaQ Fdddafedirizyo

different characters. It makes them enjoy their time. It gets them engaged more. They had
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Fdzy 0SOFdzaS F2NJ 0KSY AdG Aa | 3FLYSed LG Aa |

A YSO wXB8d {2 oeaSass Ral A0 23R8 2A8F 10 NIZEA S o > LI

Sally:d, Sazx (GKS 1ARa fA1SR AG a2 YdzOK® wX86 7T
practise at home, in the break time, even if | am not there. | also have noticed something
that the students were asking about the puppets until their final @x@hey did not ask

YS (2 LXI& daAES CHEBIBenNyRACSHENR Ay & SNPNE

The teacher knowledg®f and interestin the finger puppets was evident duririge

analysis of their transcripts. They discussed how this method affectedtinents in

the classroom. Finger puppetry is a useful teackéagning method because children are
eagerplaying with it. For example, Maya statbdt puppets keep children busy and
engagedhroughout the lesson, which is unusual in a normal Ergléiskdit is not really

I fSaazy OGKF{d GKSaF @ INBaIKxRAYAlI alyQa KESO2YRa
implies that children like the puppetsdenjoy them because they can praetspeaking

by touching and playing with them.

The puppetsreate a comfortable and exciting classroom atmosphere that keeps the

OKAf RNBY o0dzaé FyR KSfLA GKSY fSINYyo ¢KAA Y
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puppets generate a unique experience in the classroom by relaxing the pupils and
involving eveyone. Sally found that finger puppetry providede children with an
uninterrupted play opportunity away from her during the school day and at home. This
means that puppets provide children with greater room and space to play than normal
games likéMix, Freeze, and Pdtit is a cooperative game whereby children walk around
the classroom and mix whilst music plays. When the music stops the children have to
stop, freeze and pair with the first person they make eye contact with. The pairs share
information and then ask and answer teacher questions). The joy that finger
puppetsproduce seems to surpass that of the other games that childaeeused to

play in their usuatlassrooms. Finger puppetry in the classroom produces joy but needs
to be introduced aa childcentred method and not as a teacksirected method that is

not particularly playful (see section 8.6.3).

Using the finger puppets as a teaching technigue can be considered a more flexible
technique to implement amongst children rather than ottezhniques because of their

mobility. Such a tool can move everywhere and anywhere a child wants. Playing with
them does not require a teacher to be with the childrEime finger puppets drethe

OKAf RNByQa |0dGdSyidAzy I yR. Thi&fhding pafalléls witha 1 A y 3
Y 2 N2 @610, @ .33) findings. In her research, a teacher describes how her students
handled the puppetsiWhenever we met, they kept asking me where my friend Luka, the

LIzLILIS G 61 aé¢ @ ¢ KAa& G& LISerrdng thd) plgtpét dasilkages ¥ NR Y
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communication between the children and Sally (their teacher) as well as knowledge
OGN yAaFSNI 6Y2NROSOSX HnmHO® 2 KSyYy al &the dza SR
children could personify characters. This was echoed byd@araf her studentsit ¢ K S

Y2aid GKAyYy3 L tA1S ¢ KSYhirdgsglupMiscussiont pyZ® d I |

Kai filmed himself and created three characters using the finger puppets: Hummus the,
\BarrotQ Farfor the ®lephanfand Fluffy themouseCHe saida L f A1 SR (G KS OKI
| dzYYdza = CI NJF(8dddnd bi§RgroG disfudsiere p. 3) (segure 9.1). He

acted out the conversation between the three finger puppets, altering his voice tone to
match the different roleplays. He saght to employ a childish voice in one of the rodes,

high voice in another araldeeponein the third.Soord (2008, p. iv) argues that puppets

allow individual$¢o take on multiple identities and act as a shield that they can hide

behind. Using fingeryppets, the children can taken an identity they prefer and say

what they cannot say in normal lessons to deliver their thoughts and express feelings.
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Figure (9.1): Kai while using three finger puppe&snapshot from his home video.

Finger puppet has an invaluable effect on children because it ensitiiem to have a
voice which is highly unusual in schools or in the culture of Qatari society. Children
typically are unable to express their thoughts because they must bpidiee adult
authority (see section 3.3). Puppet expressivity can be produced by the puppeteer's
ability to communicate a message through manipulating the puppet and adjusting the
voice, as well as their expressioBsjpreanul dzl | 2¢2@). This was recognised by King

Qatar, vho showed his admiratidior the voice of his friend, Kai:

KingQatarL f A1 SR YIAQa @2A0So

Researchetb X 8 2 K& K 2 KFG RAR @2dz tA1S | 02dz
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King Qatar:l liked his voice when he talked to the puppets.
ResearcherDo you mean when he changee tone of his voice for each puppet he used?

King Qatar:Yes, | liked thgSecond ba® group discussion, p. 4).

Children watching each other participating in finger puppetry activities on videos, led to
some interesting group discussing in the clagsrdl he practice carried out in the videos
had real meaning for the children that generated genuine emotions and feelings on
English language learning through finger puppetry (Denzin, 1R8@).Qatar felt the
LIdzLILIS G & Q S ELINB & & A @ Syfdeads vac& mNahipalton. KifgRatdrda S 2
realised Kai's soul and his capacity to share his practical experiences. King Qatar surprised
me with his answer and his understanding of how puppets function because they are not
used in his class. For examplewas aware of the need to change tone of voice when
acting out a character when using them. He meant that if a speaker uses the same tone
of voice throughout a conversation, the meaning might not be understood by the listener.
He was asserting that ttepeaker (teachers) must vary their tone of voice to effectively

deliver the message.

Daisy and Rorechoed the sentiments raised by Soord (20680X8 L (221 (62

and they speak, no one knows who is the rabbit or the uReqa L f A1 SR K2 g
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changed our voices as we spoke and how, if we recorded a video, no one would know who
gl a aLIGhrdg@IaNRdzl) RAA0dzaaA2Y S LI pud ¢KS
changing the voice while playing the roles of the rabbit or the turtle wasrtmeimpent

feature when using the puppets. Daisy and Roro realised the advantages of utilising
puppets while they were hiding behind them since they allowed them to converse more
effectively and freely than when they were not using the puppets. Adoptiegsana

enables children to disguise their identity whilst using a fictitious one (Soord, 2008).

The children explained that finger puppets inspire them to develofifeeatenarios and
link them to their daily lives. Daisy, for example, had the pumpetid not get the
opportunity to video herself at home. Instead, the finger puppets actively prompted her

to imagine a scenario relevant to the puppets she had:

Daisy1 like to make a video.

ResearcheBut you did not make a video.

Daisyl will makeone and | like to play with my brothers.
ResearcheBid you play with your brothers?
DaisyPlayed as we are in the zoo.

Researchetb X 8 2 KI (0 LJdzLJLJSGa RAR &2dz GF 1 SK
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Daisyi took the pand&Thirdgirl@ group discussion, p. 4).

Daisy demonstrated sigmiéint knowledge, both in terms of her ability to create a context

that is relevant to the puppet she had and the need to create a context in order to play

with her brothers and communicate with them. The presence of the panda (the puppet)

often stimulated lr to create a scenario relevant to a réfd setting for the panda (zoo).

She linked the scenario to the zoo because she only sees the panda in the zoo and not in

its original habitat. This reflects what Bennett et al. (1997)ctdteey said thaplay is

a vital experience activity fthe @ 2 dzy 3 OKAf RNBy Qa f SFNyAy3 LI
creates a perfect environment for improving the quality of learning and knowledge

acquisition.

Learning through play is easily performed, free of fear or impadsnand the
AYVF2NXYEFGA2Y 200FAYSR Aa&a RAISEAGSR FYyR YI A
conversation, it can be concluded that children need to have access to a variety of
resources in their learning environmentitgpirethemto create play situationghat

apply to their lives or to stimulate their imagination toward a particular desired life
situation.In Daisy's case, play with the puppet might provoke and activate her knowledge
about the panda and helps her learn more information about pandas. Hdred&"

puppet often boughtback memories of her visits to the zoo or watching videos about
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pandas. BMshowed how the use of finger puppets in making a home video connected
him to a realife scenario. He had the turtle and ibex finger puppets] recorded
himself at home playing hide and seek with them @@geres 9. 2A and 9.2B). When |

guestioned him what in his video impressed him, he said:

BM: | liked the turtle.

Researcherb X 8 ¢ Ké K

BM: It is a very slow animal.

ResearcherYes, it is a sloanimal.

BM: | had one but it dieGecondoy®@ group discussion, p. 3).
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Figure (9.2A): BM dialoguing the turtle and the ibex to start playHideaand seeR
game. Asnapshot from his home video.

Figure (9.2B): BM showing how the turtleidirig from the ibex. #napshot from his
home video.
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The turtle puppet invited BM to playdide and see®jame. Yet, instead ofabbit(he
played the charactelbexXhis scenario demonstrates how imaginative children are and
how they can build umerous scenarios with the tools they have. Children like
pretendingand the use of puppets in educational settings allows them to do so (Synovitz,
1999). BM is aware of thmosteffective way to learn a language, which is to conitect

to reaktlife scenaios (social contextchildren usually play a hide and seek game in and

outside the school) that are relevant to his surroundings.

The presence of a turtle puppet also reminded him of a previous experience with a live
turtle (a pet) that had died at homeBM's experience is congruent with whag N2 O S O
(2012, p. 35xplains inthat preparing a scene to be used with puppets is a great way

to educate children on a certain subject whilst they are playing. BM, through his play,
RSOARSR (2 3d©0S¢ (KBETARISYR aNRIZAKG AG ol O
can speak, move and aeven if they are not aliv@(joreanul dzi | Y dzZ HAaHAT [ Ay
p. 104). It is clear that using puppets enables children to incorporate their own
experiences and lives into their learning. Since the turtle in BM's scenario seems to
emotionally connect with him and reactivate an emotional sitna he incorporates its

tale into his roleplay. Scheel (2012, p.98) argues thatA Yy R A Jemitiduis fai@ &
activated when they have the possibitity try outtheir emotions with the help

of puppets because the objects can only communicate whatasriheart, mind, and

soul. She believes that the most divetsal for expressing emotion is puppetry.

Page |327



The results show thdioth thechildren and teachers believe that using finger puppets at

home booststhe children's selesteem and confidence. The Iclhen enjoyed role

playing themselves and delivering the speech for the video. Benten was aware of his
ability to be selsufficient and play both roles, as well as his ability to manage his own
learningad L LI I @SR 6A0GK Y@aASt ¥FSR LY SdzaATReedt@mK Y I IR¥
boy® group discussion, p. Sara clarified that her sedbnfidence had improved through

using the puppets:

Sara: | like myself talking using it. When | was talking, | felt confident.
ResearcherCan you explain for me hgwu felt confident?

Sara:No, | canno{Second gi€ group discussion, p. 2 & 3).

Sara was able to reflect on her emotional experience and what it meant to her. Using the
finger puppes enhanced her confidence. She was impressed with heprajengskills

with the puppets. She was conscious of a distinct emotion separate from her other
feelings but she did not want to explain this emotion to me. She expldined, O y dza S
toroleLJt & YeaStFTod L R2 (Jrdgi®/goSpRlisdsid g S ¢ A (K

was not able to establish why she felt confident. There was no language barrier because
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the interview was in the Arabic language but | respected her choice and moved to the

next question.

Ly FylFfteara 2F . Sy i SysthatyfhRy afelahdretibeiighdlfy” 3 O NA
sufficient and independent learners. They were happy to take responsibility for
GKSYaSt@gSa (2 fSIFINYy osAGK2dzi G0KS KStLI 2F | F
YR Y2 NER OS Chavé explaireal that wHe dildrenuse puppetsthey gain

confidence in themselves and overcoarg/fears. Sally echoed this idea:

Sallyan L GKAY]l Wa{Q R2Sa y2i KI @S O2yFARSYOS
KS g1 a 0SUGSNY® wX86 ¢ KSe2ther fauNikes. i gaveltid®@ iR (2 F

confidence to practt «ox{6léf f @ Qa aSO2yR AYUSNIASGI Lld o

Sally noticed that the finger puppstnhancedthe OK A f RNBy Qa LINRP dzZRYy S3& a
and encouraged them to practice in front of their families (adults$. diten indicates

that puppets liberate children frortheir constrains and brealdown the boundaries

between them and their environment. It provides them with space to express their

feelings and give their opinions. Similarly, Roro exhibits awarenemsitthe space and

(0p))
O«

the freedom thatthe puppets provided he@ LG ¢ a RAFFSNBYy (1 @
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LJzLILISGa | yR G f 1 S R(Sdcehd gedgiddipHisthsSiohHpBuppefs 9y I A

provide Rorawith the freedom to express herself fearlegglyonoff, 2005).

Puppetry has the benefit of being an effectiglayful toolQNhile not feeling the same

as the puppet, a child can see himself in it. One can express their truest feelings in the
aSGAOAY3 gAlGK2dzi &2 NNE A yramert aligndzwith Rénkeryaad 2 dzR 3
¢T dZNA St Qa 6HnmpO FTAYRAYIaAD ¢KSANI adGdzRe 41 :
AYTFEdzSyOS 2F LIzZLIISGNE & F YSRAFGAZY G22¢f
learning literacy. They found that puppets encouraféddren to participate in the

O2y P@SNEI GA2Yy®d® Y2NROSO ounmuO y20S8Sa GKIFG dz

in the work, allowing them to relax, move, and communicate freely.

Maya was aware of the advantagesusingfinger puppetry for childreg'learning and
personalities. She was pleased to use it whi children because she notickdw

beneficial they are for them. She said:

Maya: dt isa fun way to teach English. It is really a fun way to teach English. It makes

students independent.ritakes them engaged. It increases the social life in the classroom.
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LG 3SGa addRRSyida az20AlftAaArayd gArlt&alebRa 2

second interview, p. 9).

Maya recognised the value of finger puppetry in developie® K A f BoWi® skillszand
learning, although it is rarely used in the classroom du®©MIB19 concernsdThey did

y2i KI @S Sy2daAK GAYS (2 «wX8 LINI Odialosl as s
second interview, p. 2). She believes that finger puppespires children to interact

with one another to create a social life. It urges them to open up to one another and
decreases shyness the classroom. This suggests that finger puppetry encourages
students to learn by fostering connections and collabdrgti + Y2y 3ad GKSY®
(2012) points out that "silent and shy children" require specific attention in the classroom

and thata direct connection with them can lead to rejection.

The process of being accepted into the group might be challenging. ToEpugepets
canprotect these children from direct exposure to the dialogue and help them more
easily involve themselves in the activity and communication (588hon and Sainato
(2005) argue that the vibrant colours, varied textures, and physicaliegiali puppets
encourage shy and socially withdrawn children to participate in the classroom.
Bujoreanul dzl (2020) suggests that the simplicity and colof the puppets have

encouragng messages to deliver to the audience.
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Many of the children ithe study explaied this

Benten:| taught King Qatar English when we used the puppets.
ResearcherYou taught your friend English!

King Qatar:Interrupted me saying; | did not know how to say the sentence in English and

| asked him. He told me you say it like this.

MS:wX8 - w GlFdAKGI YS 9y3IftAaK (220
ResearchertWhat did you teach him XR? Do you remember?

MS: When we were doing a repgay | did not know how to act, he told me how.

ResearcherThat is very nice. | think! Do you believefthger puppetry helped you learn

English?

They all nodded their heads to agf@econd ba® group discussion, p. 8).

From this exchange, | learnt that children were discovering the benefits of finger
puppetry in English lessons. They found puppets toebeficial because of the social
atmosphere they created and the simplicity of the idea being delivered. They helped

them speak English and created opportunities for interasti@tween friends to learn
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a specific language target. This correspondstivéhiterature on using finger puppetry

as a tool in a learning interaction context.

The literature explains that finger puppets can generate a dialogue that engages children,
explains abstract ideas, demonstrates processes and coneepit$acilitatedearning
(Lowe & Matthew, 2000; Salmon & Sainato, 2005). Lapsiood (1980havestated
that the use of puppets in education as a tool for children instils a sense of play in them,
causing them to eagerly engage in any interaction thigtpuppets.For this to happen

the children will need to feel at ease and able to converse freely with their classmates.

Maya and Sally were in alignment with their children. Sally patéd 6 St A S@S A
that allows children to freely express themselves afsibeallowing them to speak openly
Fo2dzi GKSYaStgSaod LG ff2a GKSYO§2(fEi@za o
second interview, p. 10). Sally's opinion is that puppets enable children to express their
opinions and practice what theyavelearnt away from the confines of shyness. She
discovered that using finger puppets enabled her children to put what they had learnt

into practice. She observed her students applying what they had learnt in English classes
using puppets which is something thaeg not happen wheshe uses other games. Sally

did not elaborate on how her children expressed themselves. ShexgmBssed her
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observationMaya had a similar point of view regarding the impact of puppetry on her

pupils:

Maya:d wX 8 @ { (0 dzRISyWSiZdzad NB2 adR2INy 6AGK Ay SOSNE
off topic like we had the language structure that particular day. They started with that

and then they went off topic. They continued the conversation. They started talking about
different things ad because we were using finger puppet, they decided to greet each
20KSNXY L RAR y24 S@Sy GSIFOK GKSY GKFdo L
0SIFOK® LG A& {dzyRreéo [SGQa 3F2 G2 (GKS YdzaS«
ForexahJt S daé& ylFYS Aa !AakKlFIz Ad A& az2yRIe&od
beach and they continue saying, [Thank you, bye]. So yes, they were spontaneous, they
GSNE ONBFUIAGSE GKS& | RRSR (206 dIKSH 02 yIISOIA)

interview, p.2).

Maya's comment showtbat using puppets to practice English speaking alt¢ned
children's behaviour. They became more spontaneous deg¢isiders, creative and
evenwent off-topic. It gives them the flexibility to choose how to welcome one another
and reflect on what is on their minds. On the one hand, the finger puppets appear to
enhancethe children's productivity when used in conjunction with dialogue, as opposed

to practicing speaking without the use of any tool. This is in conformity witleshés
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of Overholt (2010). She noticed that employing puppets to read a range of texts-to first
graders encouraged them to go off task. They were focused on what was going on in the
classroom, not just on the task in at hand. The children demonstratih&yaare rational

beings with reasoned behaviours. Everything they do is based on logic. The children are
knowledgeable about their lives and cultures and are notllaek slat€that the MOE

guidelines assume they are. They excitédéged outxtheir aultural norms with the

puppets.

A N o

I OO2NRAY3I (2 aleél Qa EOSNLJi> G4KSe& adl NI
each other, introduce themselves and then move on to the language structure they learnt
beforegiving a farewell. It was unseemly to thetm go right into a conversation with a

partner without first saying anything. They recognise that language learning should be
taught contextually and not through strict adherence to the standardised lesson and
G§SEG06221 @ ¢ K Ssrefuk fkoimRditBhihkirig. Fbr @darkteyunderstanding

that a conversation needs to begin with greetings to incorporate their cultural norms

before moving on to the essential topics.

Using finger puppets in class highlighted the point that they can even contribihie to
OdzNNXA Odzf dzy FyR y20 2dzad o6S fSIFINYySNa 27F .

enablechildren to be spontaneously involved in the activity and facilitate creative
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expressions. In Hackling e€a&011) study, the majority of teachers found thappeats
increasedhe student involvement in the conversation. It is suggested in the literature
that children communicate with puppets, talk about their knowledge, their experiences
and everyday life more than they do to their teachers (Ahlcrona, 2012lirtdaekal.,
2011). The dildren in this research were not observed in the classroom observation
initiating this kind of this communication with the finger puppets. They were seen playing
with them and discovering their different shapes (turtle, lionx,ignda, elephant,
mouse, rabbit, shark, frog and parrot) (segire 9.3) and features (eyes, nose, tail, trunk,

teeth and whiskers).

Figure (9.3): The finger puppet shapes thatchildren used.
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Initially, the finger puppets weresad as &layful techniqu&o activate discussions with

the children and to make the interview more agéted, nonrthreatening, more

enjoyable and less formal (Cohen et al., 2011) (see septiorp ®o / KAt RNBY Q:
DiscussionsThe children in the gup discussion were more relaxed and free to discuss

their perspectives. They provided a thorough and clear evaluation of finger puppetry
without being afraid of doing so or being judged by me (see sectiorF&.3xample,

one of participants appeared tave a feeling of intimacy towards me and invited me to

his home to play and see how he plays and thinks, and another expressed her pleasure

at being part of the group discussi¢nK S &darkeRatay ecause | like your sessions

(Third gir® group dscussionp. 4). She had become habituated to me discussing issues

related to her.

During the discussiothe childrendwere happy having thefthe puppetsmoving them

dzLJ YR R2gy IyR GF LAY 3T (KSEHSctbNFhgirRa Q FI O
02280a 3INPRAzL) RIA&BIOQZ aRRNEO LIOHITAANR2Y 204 SND
answered my question®ooking at my eyes without considering the puppet | wore on my

left index fingat (Reflectioron the first bo® group discussion, p,hils others smiled

looking at them but without initiating any communication with them | sensed that they
believed puppets were to play witindto chave fun witli but not to have discussions

with on a given topiReflectioron the first bo® group discussi p.2). Their perception

seems that thewered 0 S & gngdBbovée talking to a tiny puppet. Perhaps these finger
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puppets are more appropriate for children at younger age whildrenaged seven and

eight needadifferent kind of puppetReflectiononK S FANR G 062 @& Qa . I NP dzLJ

The findings of this study support the notion that children are rational human beings and
havearighti 2 ©@2A0S (GKSANI 2LIAYA2Y ® | KAt RNByYy Qa
relate to the learning strategies ubto teach themTheir reactions show that they drew

on logical conclusions based on the perceptions they had duringctivdy. Their
comments were based on tlexperience they havehad. The children's reaction to the
finger puppets could be due to tisenall size of the puppets, which prevented them from
thinking of them as actual puppets with whom they could converse (further discussion is
presented in section 9.3) or it could be due to the frequency with which these children
were exposed to the fingguppets as Maya noted. lthe children were left witithe
puppets for a longer period of time, perhaps they would have interacted and
communicated with them.For example, Kai changed his tone of voice when he used the
three finger puppets (Farfor, Hunmsiand Fluffy) at home but not at school. The children
reacted differently when seeing them for the first time and after they had watched the
videos of themselves using them. The children bring richness and creativity to learning
when using the finger pyets. They were aware of their particular reaction to the
scenario. They behaved according to the situation and their perceptions of it. They were

beings in their environment.
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930 CAY3ISNI t dzZLILISG A& . 2 NRY 2 &FindeyPuppéy Thio@mh / f 2 (1 K
the Lens of Children

With a commitment to centraisgOKA f RNBSy Qa @2A0Sa Ay (GKA&a N
engagingviththeOKA f RNBy Qa @2A0S& FyR SEGNWEeitiAy3 Gl
learning English. Finger puppets, besidesgkelpful in the literature anthe OK A f RNB y Qa
evaluation in this project, acted as a mediator in deciding whether puppets were proper

accordingtoth®©O KA f RNBEy Qa LINBFSNByOSa IyR telSd ¢KS

A

0KA& LI NI 2Hbw db khé chifdienige@eivé guppetr§t in English speaking

(s}
ax

f azya YR G K2YSKE¢ ¢KS S@Lftdza dAazy 2F F

participatory methodf ahome video activity and discussing it.

The results of this activity show that some @& hildren lost enthusiasmhen using the

puppets after being introduced to them. Their enthusiasm 8ti€ Potgieter and van
RSNJ2Ffd O0HAHMI LI mMon0 NBLRZNI GKledto Ay O2 NL
YFEAY Gl Ay Ay idSNS dheé éhiddren i ndy3e@camidvaried t6 Bnprah@

$nger puppetrstrategy to more closely meet their perspectives. Others expressed
boredom towardsHnger puppetrgas a teaching tool. For example, Roro fotlvedinger

puppetry boring and complainetdt she already used them frequently at school and at

home. Daisy, on the other hand, thought finger puppets were somehow uninteresting

and preferred the animal costumes:
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Roro:When you first brought them, they were nice but when we used them again they

became boring.

ResearcheitVhen did you use the finger puppets a lot? At school or at home?

Roro:At home and at school.

DaisyCA Y ISNJ LIzLILISG Aa o02NAy3Id ! yAYIfaQ Of 23K
ResearcheitVhat do you mean?

DaisyThe clothes clownswearinp&ti I YR (KSe& K& giegbupl £ & Q 3

discussion, p. 6).

Roro felt that finger puppets were used frequently, although Maya, her English teacher,
saiddWS dza SR Al GoAOSd Ly GKS fSadazgl adzalSdD2
interview, p. 2). This raises the question of why Roro hasnititevationto play with a

finger puppet. Perhaps a variety of play opportunities with different techniques and
different shaped puppets to practice English speaking may help. She needs adequate
time to practice using them herself to discover their benefits or teeagith howthe

teacher should use them to present the speaking lesson. Using puppets twice to practice

a language is insufficient to determine their impact on learner engagementhand

interest in the subjects being taught. Children needetal the language exchange

(dialogue used in Qatari textbooks) multiple times to become familiar with iesthigy
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can practice it. Then they can use their own words, gestures, expressionsieand v
variations to catch the listeners as they become familiar with the dialogue (Lowe &

Matthew, 2000).

The children in this study expressed initiative by requesting that interesting activities be
incorporated into the classroom (see section 8.2). Tiiklren could be involved in

planning their own activities (chiiditiated play) rather than the teacher deciding what

to learn (Gripton, 2017). The teachers put effort into planning activities for the children

that was then translated into practiceThese areevaluated by assessing whether the

children met the teaching goal bilte learning is limited and the children remain passive

f SI NYySNAO® tfFyyAy3a Ydzad Ay Of dzRS (GKS OKATfF
to their needs. It is imperagvthat planning is hanesn and experiential for those

involved (Gripton, 2017, p.8).

Another group of children evaluatéake finger puppets and provided feedback:

MS:oX8 LG KSfLISR YS o0dzi AG Aa KSIFIR Aa avlfft

Benten:Change to charactsr

King Qatar:It did not allow me to do anything.
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Researchet: K i R2 @2dz YSIY YAY3 vIdFNK wX8

King Qatar:l mean it only enables me to sit on the chair. | did not do anythin@ bis#®

boy®@ group discussion, p. 3).

Given the fact that finger pupfe had a significant impact othe children's
involvementn English lessons, they did not meet some of the children's expectations
and preferences. On the one hand, most of them said that the finger puppetry aided
them in learning English, generated as®enf cooperative learning, and enhanced their
seltconfidence. When | questioned the children if they wanted me to ask their teachers
to continue using them in future English lessahs,majority of them requested that
they be used with other strategi@suzzle, cardboard, playdough and dolls). Sontigeof
children, on the other hand, requested that the finger puppets be replaced with human

or animal costumes.

MS and King Qatar claiming that the puppets were uncomfortable to wear due to their
small sizeand lack of physical mobility. According to Lowe and Matthew (2000), using
realistic puppets as props allows children to try out their own ideas whilst also examining
the textbook context. For example, children can observe how language structure is
produced by watching a video about individuals making suggestions (a lesson in the

Qatari textbook) for various activities or by watching their teachers do so in class. When

Page |342



children wear the puppets on their hands or dress up in full costume to understand
language structure for themselves, they are able to experience it over and over as they
seek understanding. The puppets are a bridge between the traditional approaches

Fl 92dz2NBR o0& (KS aAyAaidaNEB YR (KS OKAf RNBY(C

The children camore easily relate to reavorld situations and personal life experiences

using realistic puppets. It will make it easier for them to make suggestions and learn new
content (Lowe & Matthew, 2000). In this stugdgme of the children wanted to use more

realistic puppets (human characters or animal costumes) instead of finger puppets. Their
proposals appear to be reasoned. Roro explaided, YSIy GKS GSI OKSNJ ¢
KIFYyR YR aLISI | & (Secand gifkgsougRoscussiond .95 Arhak adde

GoX8 GKS 0S|I OKS NIrhidd gy gdaapSlisdidsighRp.2).Jokkededshiidéen

GSNB dzyl6ftS (2 3ANraLl aGkKS O2yGSEG 2F YIF 1A
being used were not realistic enough for thererh@psthese finger puppetare suitable

for younger children who are under the age of seven or eiglgedraps theextbook

content implementation requires more lived experiencegterchildren to activate the

creative powers of puppets in captivatitigem and bringingthe context to life More

mobility is given tahe children to move in the classroom while using these finger

puppets.
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Salmon and Sainato (2005, pp. 18) note that finger pu@etsun and attractive
puppets that can easily be adapted for use by very youngahiltiwasled to the
realisation that puppets are an excellent way to incrélsehildren’s involvement and
engagement in English speaking lessons. Nevertheless, choosing which type of puppets
to use with children is critical, aride children's opinioa should be sought on this,

something | was not quiteware of.

Another limitation of puppetry was théte teachers exclusively used textbook content
to implement finger puppetry to teach speaking, as indicated by the data. Despite using
a creative apprach (puppes areconsideredo be acreative pedagogy in Qatar), they
continued to teach children using a textbook as the only source of information. If children
struggle to understand the meaning because they need additional curriculum content,

they are imited to the MOE framework and cannot refer to another resource.

CKAA FAYRAYI LINIEESta GAOGK t203ASG§SNJ
notwithstanding the teach@ use of art as a creative pedagogy, they etltlilessors

using the textbookThe difference between the findings of this study and theirs is that
0§SFOKSNAR Ay t 2334 S ivemhbleyoRfer @la yariely $Mdscurces G Q &
when they sense that the learners struggle to understand whatvas being taught

(Potgieter & an der Walt, 2021). The restrictions placed on teachers in this study has
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hada range of effects on their students. For example, the children expressed a desire to
walk around the classroom whilst using the puppets to practice speaking but this was

impededby the limits of the MOE.

Data collected fronthe classroom observations revealed that the English teachers
struggled to follow the workshop content that was presented to them on teaching a
speaking lesson when implementing finger puppets in the ctassithe observations
identified that some aspects of finger puppetry discussed and agreed upon during the
workshop did not manifest to the same level in their classroom activiieEching
speaking requires specific steps to be followed to enthaethe speaking lesson is

RSt AOSNBR STF¥FSOdA@Ste 6a8SS ! LIISYRAE 500
attention before presenting any new element of the speaking lesson. The teachers in this
study missed the opportunity to do this and were unablesffectively engage the
OKAft RNBY Ay StAOAGAY3 O2y(iSElGdzrt &aLISI1Ay3
first classroom observation, p.2; Sally's first and second classroom observations, p.2 & 3).
Teachers lack the experience of using puppetharclassroom within a context; they

wouldrather focus on completing the activity as an obligatory duty.

Using finger puppetry in a context perhapsble tohelpthe children be more active in

learning a new speaking lesson, enggthem and increasg theirinterest in what is
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being taught. This may concur witie other findings that concludthat the teachers
necessitate focusing on the process of improving children's reading skills in elementary
schools, as well as the rehearsal process, ratterdn the final performance product
(Fisler, 2003). According to Ahlcrona (208chers who employ puppets in preschool
education should be capable of using pupp&eacher familiarityill help theirchildren

build interactions and experiences wittetpuppes. In turn, the children will be able to
express themselves by playing with them as a tool to communicate with their world. The
teachers in this study were familiar with the finger puppets used with the children in the
classroom and were aware thather puppet types existed. | used the same finger
puppets the children used with the English teachers during the workshop. Being familiar
with a variety of puppets does not mean being able to use the same teaching steps to

teach speaking

To concludethe findings of the children show that the space for their voices is not about

them adhering to the researcher's views about whether puppets are appropriate for

them. Finger puppets and the home video activity provided an opportunity for
participation, ascussion, reflection and imaginative thinking. They facilitatedpen

dialogue betweerhe children and researcher in this study. The children were able to
SEIFYAYS SIOK 20KSNDNa ARSIao® CA Y 3ISNJI LIzLILIS
to communcate their thoughts which were nototherwise obtained by extracting

responses to please the researcher (McNair & Blaisdell, 2022).
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9.4 Summary

The catawasable tocapture the children's thoughts on the finger puppets in a variety of
ways. For exampléhe majority were pleasednd overjoyed with them and some
limitations were identified in that a few children were a little bored. The English teachers
expressed their support for finger puppetry. This chapter disddsgger puppetry as a
teaching speakp strategy that has the potential to interest and excite the majority of
children. For example, some were already finding ways to nusfyetryto suit their
particular preferences, regardless of their limited time using it. This means that children
were motivated to learn a subject matter, express themselves freely and acquire
knowledge by working collaboratively (Ahlcrona, 2012). In teaching English as a foreign
language, puppets interest and engage children in their learning, create a cooperative
leaming environment by helping them to teach one another, influence their self

confidence and free them from the restrictions in their learning system.

My aim was to puthe children's voice in Qatar at the cembf this research by using
creative methodsd elicit their voices and improve the system of listening to them. The
children needed to know that their vokevere able to béeard by the researcher so
then they could communicate their thoughts effectively and propose appropriate ways

to learn Englisin a pleasant way.
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In Qatari schools, listening to children's voices is still in its infancy but teachers are
becoming more conscious of the need to listen to children and include them in the
development of teaching strategies to help them learn. f#search intendd to bring

children's voices to the foreground in order to understand how important it is to consider
GKSANI ARSIA YR 2LAYAZ2Ya Ay (GKS SRdzOlF GA2YI
rights into education in Qatar will involve nagsawareness, education and commitment

(Byrne & Lundy, 2015, p. 274).

In this study, the children were knowledgeable and enthusiastic about their education.
The young children were able to share their knowledge and passion as well as make their
voices hard by participating in this research project with finger puppetry. The voice and
viewpoints othe childrenwerecentral to my research. The use of finger puppetry in the
classroom and at home for this study was very beneficial because it allenadidren

to express themselves. Finger puppetasnot just a medium; icanalso be viewed as

a pedagogical tool. For exampleyé@simportant to gain a deeper understandiofjthe
activities, skillandprocesses that various kinds of puppets might gikecansider how

they might meethe desired learning goals to promote puppets in learning. It is important
to consider how puppets will be used in a learning pro¢asgér& Nupponen, 2019, p.
399). However, the scope of this investigatiavas significatly wider than the

importance of finger puppets.
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Chapter Ten: Conclusions and Recommendations

10.1 Introduction

This studyexploring the voice of early years children about their experiences of learning
to speak English in primary schools in Qatar,imasstigated specific features of the
educational system in Qatar that governs government schools. For example, its authority,
inflexibility, instability and space are explored to understandt it means to be a
learner andeducator in the system. It pvalesan insight into the views children and
English teachers have of their English learexmgriences. Tifstudyhasexplored the
education system that operates the schools from the viewpointtf children and
teachers. Ihasexamined the restrins and limitations the educational system places

on boththe teachers and children, as well as the impact of the hierarchal authority that

permeates the system.

This study has identified the barriers to the adoption of policies and practices and
provides recommendations that have the potential to make real change (Byrne & Lundy,
2011, p.2). Ihasanalysed the complexities and contradictions that exist between the
policies and their application in schoatsK A & aitdzReé KI & |yl fe&asSR
factor model (space, voice, audience and influentevaluates theQatari education

system at schoolsising the modelnd acknowledgests limitationsfor use in this
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researchUItimately,the modeldoesnot fit with theeducation systerbecausechildren

have no input on the educationthey receive in QatarThis study hagprovided
opportunities for children to express their voidbsough the use of a participatory

approach androught attention to the ways in which childrean express themselves

and havetheir appreciated but it remainshallengingfor them to be heard inthe

education systerthat controls all who worithinit. THs& (G dzR& SEIlF YAY SR (KS
opinions on learning Englispeaking and their preferences. #idtighlighted the degree

to which their right to participate in their learning exists and how this affects their
learning. Ihasexplored how the rights of children are interpreted by the English teachers

and identified the extenttwhichtheOK A f RNBy Qa @2 A Ofingspeakifyy K S| NJ

strategies for teaching.

The KAf RNBYyQa NAIKG G2 LXFe&x LI NOAOALI GS |y
examined in relation to the UN Convention on the Rights of the Child that raretyrexist

the classroom. The participant cmgn voiced their opinions on finger puppetry. They
evaluated its effectiveness relation to themgaining interest and engagement in the
Englishkspeaking less@and suggested techniques to boost their involvement. Table

(10.1) below presents the researquestions and summaristge key findings derived

from the thematic analysis from the last three chapters.
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Research Question

Key Findings

Concluding Findings

a. How are the rights of
children conceptualised b]
the primary English teacher
that are pat of this
research?

The topdown hierarchical line of authority is preferred
the education system in Qatar rather than the bottam
approach.

The ambiguous manner in which the MOE policies
interpreted produces routine teacher behaviour a
meaningdess learning experiences for the children.

A low level of authority is allocated to teachers on decis
NBIFNRAY3I GKS OKAtRNByQa
ability to independently think creatively to enhance f{
OKAf RNByQa tSINyAy3a 02yl
The 6 S OKSNEQ O2YYSyia KA
FILOAEtAGFGS GKS OKAfRNBYyQ
express their voices because they themselves are unal]
uphold their own rights in the classroom.

The absence of agency and autonomy amotegsthers
KIa | yS3ariArAgsS STFSOG 2
classroom.

The strict education system i
place in Qatar has a negati
impact on all parties involved
including the teachers an
children. It deprives them of th
ability to exercise agencgnd
act on it. Consequently, th
OKAf RNBY Q& N&
be conceptualised by th
teachers.

b. In what ways are and ca|
teaching strategies in Qate
be informed by the voice o
children and teachers?

a. How would early years
children in Qatar liko
learn speaking Englis
as a foreign language

Traditional, onesided linear teaching is situated in tl
English classes with teachers centralising the procesg
exporting strategies to be used in the class with limi
involvement from the children.

Teachers are aware of the importance of using alpdeged
approach but do not have appropriate guidelines or
GaLl 0S¢ 2 dzasS GKSY SFTFS
Children's voices within the Qatari system are not he
They are not able to contribute to the developmefthe
pedagogies being taught in the classrooms.
¢KSNE A& | adNRy3I O2NNEF
learning and play. All of the children indicated that pla|
the preferred way for them to learn English speaking.

Engliskspeaking  classroom
are traditional and teacher
OSYyiNBRO® | KA

no place but they insist tha
playing pedagogy is used. T
children refuse to accept th
traditional teacheitled
educational approach.

c. How does the
implementation of puppets
into the classroom
influSy 0 S i KS
interest and attention at
home?

a. How do the children
perceive the use of
puppetry as a
pedagogical tool in
English at home?

¢tKS OKAfRNBY | yR (S OKSN]
puppetry is an engaging teaching tool that liberates
children from restrictions, helps them learn Engl
speaking, and adds an element of joy and interest.
Children were spontaneous, creative, collaborative
provided personal input without shyness or fear of be
judged.
Finger puppetry can be consiéd a playpased pedagogy
with little modifications.
Some of the children held the view that the finger pupp
were interesting butlid not offer different ways of play.
There is a clear benefit to using puppets. It gives
OKAf RNByY (K $e tiedt bginiors on hove tq

learn.

In spite of some criticism, finge
puppetry has a lot of potentia
in Engliskspeaking classroom
because it gives children th
"space" to express themselve

Table (10.1): Key findings in relatiortite research quesbns.
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The first section of this chapter explains how the participatory visual approach utilised in
this study made it possible to expladte OKA f RNBy Qa G(K2dzZaAKGa | yR
their learning experiences in relation to the rights stipulatechée"WNCRC, Article 12.
Thisstudy is discussed contextually with other empirical and conceptual studies. The first
section identifieshe newknowledge that the study produced and how it contributes to

the literature. Recommendations for English teach@sgarchersandthe Ministry of

Education (MOE) are provided in the second section.

10.2 Final Study Conclusions

In this research, | assume that children are competent, independent and capable
individuals who are experts d¢ine educational matters thaaffect them (Dockett et al.,

2011; Harcourt & Conroy, 2011; James & Prout, 1997). afeegware of their issues,

just as adults are (Valentine, 1999). In contrast, this study reveate¢f@K A f RNBy Qa N.
to participate, play, enjoy and voice opimé on education matters not recognised

(Sargeant & GilletBwan, 2015Juring English lessons in Qatar. The teachers in this study
GSNBE y20G Fdzffte FglFrNBE 2F 0KS OKAfRQa NARIKID
uphold their own rights in tl classroom. The participatory and exploratory nature of this

study produced new knowledge on how children function in a system that limits rights.

For example, the children realise that they have a passive role in the system but actively

seek their rightsvhen there is an opportunity to do so. They want to improve their role
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in the classroom and exercise agency to have a better education. For example, they want

play pedagogy to replace the existing teaching approach.

¢ KA a aiddzRe Qa T A ¥ Betiaglisind syslerh AhBofy (Kdikadek 20Y5).y |
Managerialism is viewed by Locke (2011) as a form of management that forcefully and
systemically invades an institution. Employers are unable to make decisions, and
employees lose their capacity to combat managdjena Managerialism assumes control
over the organisational management and its workforce. Managerialism cites greater
knowledge, specialised training, and the exclusivity of people management as
justifications for its one&imensional management approach likguer, 2015).
Managerialist organisations depritreir employees of their rights tmake decisions on

matters pertaining to them (Klikauer, 2015).

Education in Qatar showisere to bearelatiorshipto the managerialism system. It has

a top-down hierachical line of authority that penetrates those at the top of the education
system, the MOBpecialistwith the teachers in the centre and the children at the bottom
(see section 3.2). The study findihgserevealed that the syste@ structurehascausel
agency loss amongst the teachers. For example, they were unable to influence
educational policies for themselves. They were unable to give feedback bibedSE

specialists who supervise the school conthe proceedings. They explained that those
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employed in the educational system lose their ability to influence policy, and were

confused over who really had authorityen theeducational policies.

Studies on teachers who work in authoritative -thigwn systems like
managerialism3how that they lek opportunities to make decisions that would enhance
theirteachingstrategies anthe children's achievemeat Their opinions are disregarded
and they are compelled to carry out policy procedures regardless of how effective the
policies are (Brewer & @Gman 2010; Akkary, 2014; Romanowski & Du, 2020). | asked
the teachers to provide their experiences of the system they were working in. Their
declarations show that the inflexible tolown authoritative system they work in forces
the teachers to follow aigghly structuredplan. They are unable to contribute their own
thoughts and practices into the system or generate new educational ideas with the

children (see section 7.1.1).

High management control mechanisms permeate the system but some teacheas find
way to create space to practice some agency (individual autonomy). For example, a
participant teacher explained that she gives her children activities to complete that are
not organised by the specialist. Another teacher used her inner potentialanéiion

by modifyinghe learning content and making decisions on educational issues. Teacher

autonomy when influencingthe learning content is a critical element of providing
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children with effective learning opportunities (Cribb & Gewirtz, 2007; Fraste 2015)

(see section 7.2.2).

In Qatar, teachers work in a centralised education system that relies esovap
authoritative polices to improvéietS| OKA Yy 3 LINI OGA OSa Isyhie OKAf R
aim in Qatar is to decentralise its practices antbower teachers with autonomy to

make decisions (Brewer & Goldman 2010; Romanowski & Du, 2020). In the present
situation the teachers do their utmost to improtte OKA f RNBY Q& LIS NF 2 NY
understand that continuous improvement is essentiathi learning context Elgart,

2016). Elgart (2016) argues that success in learning practice requires specific components

to be in place. Teachers, policymakers and curriculum designers need to work together

to rethink both policies and practices to enable cNlBy Q&4 @2A0Sa G2 o685

include playbased pedagogy in classrooms.

wSIFftAaAy3d OKAfRNBYyQa NARIKOGA Aiylsawmordllard] A a Y
legal necessityByrne & Lundy, 201TJhe participant teachers explained that in Qatar

schools are unable to rethink the policies and practices because each of the components
highlighted above are disconnected. Incoherent policies underpin the education system

and teachers are unable to provide input which incretsemstability and damges the

educational experience of everyone involyeidrn, 2002Mustafawi & Shaaban, 20,19
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RandQatar Policy Institute, 2007; Zakhidov, 20IH)ey canot use joyful teaching
methods because they unintentionally neglect listening to the preferentes diildren
because they are too busy adhering to unstable policies and responding to demanding

policy changes.

¢KAa addzRéQa YSRAFUSR @Aadza f 3INBdHzZLI RA & Odz
opportunity to affordthe children in Qatar with space topmess themselves. The study
underlined their right to be heard in an authoritative 4gwn educational system. The

system demands that everyone within it conforms to set patterns of behaviour. When

the children behave outside its parameters and speatheir teacher, they are not

listened to because the teacher is restricted by the system (limited tim#hanmeed to

strictly followthe prescribed teaching techniques).

In this study, the children took every opportunity to voice their opinions aactise

their agency. This study reveals that the children and teachers seek to exercise their rights

in the restricted system. The children demonstrate that theya®mgin their world in

their own unique way. They have the capacitiBesand WeekXheir rights when the
opportunity presents itself. They are capable of participating in the learning process.
Other researchers Al A&l YX HAHHT [|-WERA@BY>Sanhp O +A

that children are able to voice their thoughts and maikdependent decisions. | have
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presented evidence that children actively pursue their right to participate in the
restricted authoritative education system. For example, they discern which game to play
to have fun. Article 12 of the UNCRC stipulatesdtiatatorsshouldafford children a

safe space to express their thoughts and listen to them (Lansdown, 2005). This study
highlights that children in the Qatari setting strive to find ways to exercise their rights in

a system with educational policies thapedes them from doing so.

The teacheri this study demonstrate#levelopedawareness of the rights of children

in the classroom but their position within tl&p-downChierarchical system hampers

them from putting them intgractice. The teacheia Qatar respect and maintain their
1y26ft SR3IS 2F OKAfRNBYyQa NAIKIGA& RSaLAGS i
(Theobald, 2019).hE status of thedgacher within the education system is reduced and
represents agmall par€of the system (see sech 7.2.2). Children's rights therefore

present in the classroom in a conditional wayntingent upon specific conditions. For

example, rights versus responsibilitiead unalienable rights. The children can play a

game if they sit quietly or if theynish the textbook within the scheduled time. This is
significant becausthe OK A f RNBY Q& f A @S & thd aNdQ Beybisthide OF (G St &

OKAf RNBYQa NAIKGA aK2dAZ R y2i 06S RSLISYRSyi
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¢ KAa ai dzR g@with reseafdR ntg Bheél acdurhulative nature of voice work. It
presents evidence that teachers and children must engage in continuous communication

to create meaningful learning (Wall & Arnott, 2022). This can happen when teachers

have time to provid&paceior children in the classroom to play and express themselves.

This study affirms the importance of teacher agency and autonomy in being able to
SESNDA&ES OKAftRNBYyQa NAIKGE Ay (GKS Ofl aaNR?

to learn and bdappy.

wSAaASIENOK 2y OKAfRNBYyQa NARIKGEA SAGKAY vIdl
Convention on the rights of the Child, 2009; United Nations Digital Library System, 2001)
(Article 12 of the UNCRC) reveals that their rights to voice opioiotigir education

' NBE 2dzif Ay SR Ay CanvelSely thid study Qradudedsdata that ihdicated y @
that these rights are confined to law and do not actually manifest in
educationapractices. According to Byrne et al. (2015), the CRC rightstarrelated,

therefore restricting childremvhen it comes tdhe opportunity to express themselves

that satisfies the UNCRC requirememtschmay have a negative impact on their ability

to learn, have fun, and be themselv@&sie elucational regulationextend from those

who work in the Ministry of Education to teachers who work in schools. Itis the system's

obligation to instil these rights in the classroom and not the teachers.
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vdz f A4 GAGS RIEGE Ay GKAA NBa&SguNiors arey RA OF |
interpreted differently bythe MOE specialists and teachers during implementation.
There is an unclear educational agenda which has a detrimental effect on the attitudes
and performance of botthe teachers and children. Despite the confasibe teachers
continue to be ardent supporters of raising the bar for both their own teaching and the
learning of their children. They make every effoprtovideinput into the material and

methods they use to teach.

The children who took part in thgarticipatory visual activities for this stumhglicated

that having fun and engaging in playful activities to learn English is essential. This
discovery contributes valuable knowledge to literature on children in Qatari
classrooms. It indicates thatlay techniques are needed to teach children English
speaking. The children demonstrated mindfulness of their own learning by
recommending types of play (hards activities, drawings, colouring, using playdough,
doing slime, playing with blocks, puzzled a&egos) identified in the literature on play
(King & Howard, 2014; Van Gils, 2007; Whitebread et al., 2012). Their recommendations
reinforce the belief that learning is an active process and not a passive one. They knew
the mechanics of learning (s€bhapter 8). For example, play is matommon practice

in government schools and there is no room during the lesson for children to express
thoughts but they knew that they needed to be happy to learn. In some circumstances

an adult will scaffold their é&&ning by referring tthe social context
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¢tKS OKAf RNBYyQa O0SKIF@A2dzZNJ Ay GKAAa &aiddzRe | )
and 13. For example, they happily provided opinions on educational matters and
suggested a variety of forna$ play to ke used in the classroonThe children sought a

playful atmosphere in the English lesson and challenged how their teachers currently
taught them. They wanted to replace the rigid formal style of teaching with a playful

informal approacl{Sylva et al., 2@0).

Thequalitative data collected from the teacher interviews and classroom observations
suppors this finding. The teachers explained that giaged pedagogy is restricted in

English classes atfitht the children are subjected ®one-dimensional irgraction. The
one-dimensional interactiors not considexd play because play is a shared social action

0. FNYySGGE HanmoUu®d . &8NYyS |YyR [dzyReé OH-NnMMI L.
0dzAf RAYy3é 0SS | @FAtrofS F2NJI . (They argaethatit Ay @2
should be incorporated into educational curricula. The training should emplias

concept of children as right holders to increfflseunderstanding of the UNCRC (Byrne

& Lundy, 2011).

The techniques that the childreme exposel to are traditional, stereotypical and boring.
They are centred on the teachers and marginalised children. This study fills the gap in the

knowledge in the literature on the emotions that children feel in the classroom
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environment when unable to play. Mosf the children believed that finger puppetry
(play-based pedagogy) was an exciting, interesting and engaging strategy that positively
impacted their learning of English speaki@(NR OSOX HAMHT 4L €Lyl €Y
Potgieter & van der Walt, 2021T)he teachers corroborated this finding by affirmtimg

increased involvement of the children during the English lessons. They asserted that
finger puppetry created a sense of span the classroom because of its mobility nature

Fda AG R2Sa y2G NBIdzZANBE o0SAy3 Ay | aLISOATAC

The discussion activity with the children about the recorded home video revealed that

finger puppetry had an invalughinfluence on them. For example, it positively impacted

their learning, their personality, safteem, selconfidence, their freedom from
NEAaGNAOUA2YEA YR Syl ofSR GKSY (2 @2A0S (K¢
HAMHT Y2 NE O8O puppeiry mralied theS dhildren to go -tdpic and
encouraged them to be spontaneous, creative and helped them make decisions. The
puppets increased the productivity of children in the classroom when used in conjunction

with dialogue (Overholt, 2010).

Some of the children took the opportunity to use their initiative during the study and
were critical of the puppets. They wanted the puppets to be more realistic with human

and animal costumes (Lowe & Matthew, 2Q0@8suming thathe finger puppet doesot
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allow them to move from their seats. The data indisdtet this was because the
teachers exclusively used the MOE textbook as source content for the finger puppets and
that the children must stay seated when using the textbook. The finger puppetsaw
creative way to learn the textbook content but significant limitations remained
throughout the activity (se€hapter 9). For example, the children were not allowed to
consult other textbooks to clarify meaning because they had to work within the MOE
framework. There is no place for an innovative approach to teaching children in the
Qatari context. The control that pervades the education system hampers teachers and
directly impactsheOKA f RNBy Qa OF LJ OAde G2 f Stedpt I yR
for developing voiced expressions when learning English speaking in Qatar. For it to reach

itstrue potential modificationto the education system in Qatar would be needed.

Overall, this research recognises children as beingsrigitlers whoare experts in
educational matters that concern them. Children in the Qatari educational context are
competent and capable of making decisions but the strict education system prevents
their true potential from being realised. Englggleaking classroomseadominated by

the traditional teachecentred approach that marginalises playful pedagogy.
Consequently, the childreare askng for the teaching techniques to be updated and
include play pedagogy. Finger puppetry has creative potential in teachihghEng
speaking. It eases the restrictions placed on children esotkiey can freely express

themselves but its full potential has little room in this rigid syst&inger puppetry
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reduceal the exstent power relation between the teacher and children bud dot
eradicate it completelyUsingthe knowledge gained from the findings of this stuldy
provide recommendations for early childhood teachers, researchers and the Ministry of

Education (MOBE# section (10.5)

10.3 Limitations of the Study

ltisim2 NIy G2 KA 3teedghsakwell adirkitStiors andzshdr@ainings.
No research is perfect and mined®ome limitations. For examptbge data collection

was completed during@/1D19 which impacted the implementation of finger puppetry.

| intended to implement it into the classroom for two months but this was not possible.
Consequentlythe children had to become familiar with the puppets in a reduced amount
of time which might have influenced their evaluation of them, either positively o

negatively.

The authoritative system that controls both teachers and children leads to heavy usage
of a predesigned textbook. This prevented the teachers and children from freely using
the puppets when they wanted t@espite time restrictions with imganenting finger
puppetry, | was able to notice the influence they had on the childrevas not able to

alter my pedagogyput into practicethe playful strategies proposed by the children or

use the type of puppets they requestéor usein the study beause of OVID19

Page |363



constraintstime limitations and therestrictions imposed by the syste@onsequently,
there was marginal disparity between rights philosophy a@hd children's ability to

influence pedagogghrough the selection adpecificpuppets.

The finger puppets uskasa pedagogical toah this study w&reimposeduponthemand
were restricted fouseonly in English speaking lessbasause of OVID 19 constrains
Thispromptedthe childrento criticise them andvanted to use alternativpuppets to

engage them in the English lesson (see section 9.3).

Astudy limitationwas the challenge @fpplyingthe voice work concept in the context of
a system that tightly controls education, educators, and students. dtdifficult to
convince parents ah teachers of he value ofchildrerQd O2 y (i &hH dhdzlil A 2 y &

significance of their input in enhancing the learning environment.

mMnodn {(ddzRE8QA /2yiNROGdziA2Y (2 Yy26f SR3AS

This studyexploes the voice of early years children about their experiences of tearni
to speak English in primary schools in Qdtdrasmade a significant contribution to the
corpus of knowledge both nationally and internationallyne study was the firgtf its
kind todirectlyengage childrelandlisten to their opinions and persgigvesin Qatar It

gave them a platform to use drawing as a participatory method to communicate their
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thoughts and feelings about their learning experientes. study accessed the silenced
voiceof young childremn schools who stugdEnglish as a foreiganguage The children
belong toa societywhere freedom d expresgon is restricted due to the tribal structure
that governs Qatari families and soci@dyGhanim, 2012; Brewer et al., 200He study
listened attentively to their voices andyea attention to the extent they are heard in

their schools.

This thesishad added to the growing body of knowledge on the necessity of
implementingplay6 & SR LISRIF 3238 Ayid2 OKAf RNByQa f St
English language Qatar(see sectior8.3). It arguedthat early yearshildren in Qatar

cannot learn the language without the use of playful pedagbyy.study documented

the feeling2 ¥ & 2dzy3 OKAf RNBY ¢gKSy LXtILe gla 0]
responseprovethat play is amiegral part of their education and livescdin be applied

for learning and teaching any subject

Thisstudyisthe first in Qatato examine finger puppetrgnd itsfeatures, influence, and

limitations for entertaininggoung childra. It evaluates thextent that itsupportstheir

voice in a controlled educational systdircontributes to the learning context in Qatar

and established K1 & FAY3ISNI LIzLILISGNE | OlG A @dnnie@si OKA f

their learningto real Ife. It contributes to he UNCRC, Article (31) from a global

Page |365



LISNBLISOGADGS 0SSO0 dzasS AlG Aa GKS FANRG aiddzRe

discover how they want to learn the English language.

This studyhad increaseaur understanding whow to combine the voice aimith the

aim of establishing a teaching tool that engagesiataestsstudents. This contribution
extends beyond the study and teaching of English and has implications for learning and
pedagogical approaches and practices more broadly. dingavide edicators in Qatar

with newlinkages an@venues for investigation.

105 Recommendations for Early Childhood Teachers

Playo &SR LISRI 3238 Aa SaaSyiadAiAlft Ay OKAfRNBYOQ
the teaching practices that take placahem (Pyle& Danniels, 2017). Finger puppetry is

a playful pedagogyP(endiville & Toye, 2013hat needs further exploration by
researchers for it to reach its full potential in the classroom.-tflagd pedagogy
techniques require time and dedication when iempénting them in English speaking

lessons. Puppetry can be combined with other playful techniques (exploration,
manipulation, tangible objects, solving problems and involvement in an )action
(Wallerstedt & Pramling, 2012) to increase the engagement dfehiin learning English

speaking as a foreign language.
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Children should be construed as competent experts on matters that concern them. They

are active learners who aklgeinddn their world. They are not incompetent and passive
learners who aréBeconmingQin their world (Nairn & Clarke, 2012; Prout, 2005) as
perceived by society and the education system in Qatar (see sections 3.2 and 3.3).
Consequently, it is important that teachers perceive children as being mindful of their

own learning issues. Teé&®NBA aK2dz R y20G YSNBft& NBLX AOI
teaching and continue to not listen to their voices on educational matters. They need to

find ways to break down the cycle of their marginalisation. For example, teachers can
activate their sensef agency by encouraging children to express their thoughts and

ideas and listen to them.

Teachers need to allocate time and space in the classroomtthefdK A f RNBSy Q& f S|
requirements and preferences. To some extehey need to subvert the egssive

control placed on them by the MOE to activate their agencyesmatble them tobe

empowered to make independent decisions. In a system like this, empowering oneself

will be challenging and demanding but not impossible. Teachers may face resisiance fr

the Ministry of Education towards their behaviour but activating agency is the final step

in the process. Early years teachers must communicate their teaching agenda with their
children and their thoughts should be interpreted as being part of the aniqu

development of meaning (Sommeradt, 2010). It is necessary for teachers to receive
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theOKAf RNBYy Qa Ay Ldzi 2y GKS (GSIFOKAyYy3 aidNI GdS3.

engagement ithe English lessons.

The teachers in this study revealeditha 1 KS& @SNB dzyl g+ NB 2F (K
voices to be heard because it was not something that was part of their teaching practice

AY vIEGEND {SS{TAy3d OKAfRNBYyQa 2LIAYAZYya 2y
classroom but despite the limitations kearning, the children actively pursue their right

for their voices to be heard. The Bedouin nature that permeates Qatari society means
GKFG fAAGSYAy3a (G2 OKAfRNBYyQa @2A0Sa yR O
and effort for it to beome a societal norm (see section 3.3). Teachers emistace
fAAGSYyAy3a (2 OKAfRNBY Ay (KS Ofl aaNB2yY | yF
in a limited capacity. Both teachers and children must assert their rights within the

educationakystem to stimulate positive change in Qatar.

10.6 Recommendations for Researchers

Children are riglst holders and competent, independent, experts on matters that
concern them. They are capable of making their thoughts known and are able to act on
them (Morrow & Richards, 1996)Therefore, researchers in Qatar need to conduct

researchWithQchildren and not&nQthem. They need to approach them directly to
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understand their own unique perspectives on issues related to their learniingpftove
performan@ and learning experiences at school) (Adderley et al., 2015; Hajisoteriou &

Angelides, 2015)vhich isessential in this region (see Article 12 of the UNCRC, 1989).

106.1 Research Focus

Researchers need to shift the research focus dveay the educaton system and its
AYLI OG 2y GSIFOKSNRZIZ LI NByidiaszs addzRSyida IyR
voices in Qatar to improve their learning context and implement their rights. This study
shows that children are capable beings able to exptess thoughts and views when
IABSY aa Ll vh&etheiidiceR@&e déetned reliable sources of information.

Researchers are responsible for translating the Conventitiredights of the Child that

Qatar ratified in 1995 (UNCRC, 1989) into issubs explored and evaluated.

Researchers can explore the educational matters of children and teachers to davelop
understanding bK2 ¢ (2 SFTFSOUGAOSt e FILOATAGIGS OKACf
example, research into the restricted agency teachers have in the rigid system that
YF1S& AG RAFFAOAA G F2NJ OKAf RNByQa ©@2A0Sa
different aspects of the learning context in the Qatari education system isth@al (
classroom environment, indoor and outitaactivities, facilities and learning programs).

wSaSINOKSNAR OFly Ay@SadAadarasS OKAtRNByQa @2A
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on Qatari culture. Other research topics might include teaching qualifications,

teaching/learning materials anile equipment needed for playful pedagogy.

106.2 FacilitatingBpace€ior Children in Research

The views of children matter and contribute towards improving the education system in
Qatar. They need to be treated within Qatari culturédssngdn ther own world.
Sociologist discourse on childhood needs to be disseminated in Qatar so that their right
to participate in society is respected by educational policymakerghanevel of adult
authority over children is evaluated {@hanim, 2012). For exwle, the extent that
children are involved in decisiomaking on issues related to theiwhen early years
children are given adequate space to express themsebs&sarchers can be surprised

at how insightful they are. Providing children wihac&ls important when exploring

their perspectives and experiences of learning Engpshaking. The children in this
study used thégpace&xeffectively to give their views and suggested teaching methods
that would enhancéheir learning. The research processl study demanded that | fully
utilise my practical skills and | endeansal to be operminded at all timesThis involved
detaching from my adult sdlh appropriately consider the viewpoint of the children in
the early childhood setting (Gilgun, 2008his enabled me to grasp their unique
perceptions and points of view. | recommend that researchers in Qatar are flexible when

working with children, trust in their ability and provide them with #pac&lhey need.
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10.7 Recommendations for the Ministof Education: Policyakers

107dm [/ KAf RNByQa +2A0S& al GGSNY 1 SFNJ GKSY

This study has highlighted the usefulness of discovering the voices of children aged
between seven and eight years old to understtrar experiences of learning English

speaking irQatari primary schools. It presents a range of learning experiences, identifies

what helps them to be engaged in learning English and the aspects of it that they found
enjoyable. The research sample of this study and its fimeloge are not enough to
causeareform of the current educational system but they do support the argument that
OKAf RNByQa @2A0Sa ySSR (2 0SS tAatsSysSrR G2 1|

educational challenges in Qatar.

| recommend that the Ministry strives for aarly years education that effectively

engages and stimulates the interests of children. Hearing their voices is a key part of this
development and a core educational priority for giate of Qatar as part of targeting
educational system objectives. CIRNBy Qa ©@2A0Sa ySSR G2 LISN.
system in Qatar to have a positive influence (Lundy, 2007). Policymakers in Qatar need

to incorporate a less centralised, tdpwn hierarchical approach to management. A

bottom-up policy will more effectiv@l Ay O2NLI2 NI} 0S OKAf RNByQa @2
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policy transformation originating from the actions of children at the bottom of the

educational hierarchy (Liebel, 2012).

Stakeholders can integrate individuals from various sectors to improve esuaat to

review previous obstacles to success. For example, involving children in the development

2T ySg LREAOASE (G2 AYLINRBGS viIidlFINRa OdzZNNBYy
support early years English teachers in listening to their childnem \@esigning and

forming teaching strategies to use with them. Overlooking all that children have to offer
because of poor educational infrastructure will not enhance their learning and

educational situation.

The education system is ddbpund by theratification of the UNCRC and it is the
responsibility of policymakers to transldate children's rights from it and makbkem
applicable in practice (Lundy et al., 2013). It is the first legal international human rights
agreement that perceives childreas being competent experts whose voice is to be
valued. It is a voice that can contribute towards improving the inflexible authoritative
education system in QataByrne and Lundy (2015) argue that the CRC should have a
central role to play when formimgplicy for young children. Teachers need the support
of the educational system, its policies and autonomy to be able to effedistely to

children's voices (feedback) in the classroom to improve teaching strategies. Elgart
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(2016, p. 27) argues that®y1 SY A YLINR @SYSy Ga al NS RNAGSY
measurement and feedback with a focus on collecting and sharing data that informs and

transformse

10.7.2 PlayBased Pedagogy and Curriculum Practices

There is wide recognition of the role thdapbased pedagogy has in the early years
setting. It is an essential component of their development and a variety of types of play
should be encouraged for use in speaking lessons. This study has demonstrated that play
Aa Iy Ay dS3INI fanihgfulNgrnirgy Process esalise B€yzannoSlearn
without an element of play. To be a child means to plan Gils, 2007Educational
policies and practices in Qatar should explicitly include-hzlagd pedagogy in the
learning process. Play is a pofuépedagogy in early years classes that stimulates and
brings children into the learning process and eases the learning of a language

(AlleeHerndon et al., 202Barnett, 2013.

Policymakers must acknowledge the negative impact that a lack of playn lyasing
children. For example, in the educational seftimgcausesa scarceness of social
interactiors, challengs, nurturing learning experiences, support and the right to take
part in enjoyable activities. This study highlights the paucity of thgs@tant learning

components but the children were still able to share a common perception of play as
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being fun, regardless of their educational contexts, level of agency or whether their

voiceswere heard (Nicholson et al., 2014).

The Ministry of Educath must facilitate an environment that encourages teachers to
innovatively create their own teaching strategies. Teachers need space, agency and
autonomy to develop teaching strategies that provide children with joyful learning
experiences. They need teewklop, design and implement teaching strategies that
generate opportunities for playful pedago@yhe Ministry of Education policies must
empower teachers by trusting their judgements on teactengniques and respect their
experience to minimise over wwol of their classroom practiceElexible and stable
educational policies will uphold a positive learning environment. The Ministry should
facilitatethe 0 S I O BEufbhdinin the teaching profession because it correlates with
fluidity and sekconfiderce, and helps teacherpick up innovative approachedrown et

al., 2021).

The Ministry of Education must reconsider and revise the curriculum provided to children

at schools to improvthe OK A f RNByYy Q& S NJ Andkihg. IFof &ample,] S A 0
the i 2 LIAO& LINBaSyiSR Ay GKS GSEGo22%fa Ydzal
situations to be relevant to their learning environment and contéicé, 2011) The

quality of information presented in English lessons must be prioritised over quantity and
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the amount presented must be reduced. This will create the space needed for children
to grasp and practice what is being taught, as recommended by the English teachers in

this study.

| recommend that the Ministry incorporate themes into an integratedching
curriculum for young children. For example, topics can be chosen (time) accottimg to
OKAf RNBYyQa LINBFSNByOSa FyR AyO2Nl1LENI GSR
Science and Social Studies). Integrating teaching and learning withfa spexe can
increase the sense of community and enhance the learning experience. irf-tloels
curriculum must be on the development of purpose through interactional scenarios that
lead to twaedimensional interactions betwedhe teachers and childrenAn integrated
curriculum can be the catalyst in Qatar that replacesdimensional teacher to children

interactions with teaching that generates a fluid learning process.

Ultimately, Qatar needs to better prepare for the current and future demands of it
children and teachers. It must confront its problematic education system with its top
down authoritative power, restrictiveness amddequate policies. To support its
National Vision 2030, Qatar must invest in the development of authentic educational
learning environments and an educational system that has a decentralised culture that

promotes teacher autonomy and empowerment (Brewer & Goldman, 2010). The aim is
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to develop an enjoyable and chddntred learning atmosphere where teachers and

children favethe time and space to voice their opinions.

To conclude, children are the treasurettod government in Qatar. Their input into the
education system is vital if it is to be a vibrant and positive environment. Their rights to
have an active role the system and their voices listened to is essential. Policy formation
must begin from the bottorup and not from thetop-down. The perspectives of the
teachers and children at the bottom of the hierarchy must be incorporated into any new

educational refrms.
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Appendices

Appendix A: Teacher Interview Questions

1) CANBG ¢SFOKSNEQ LYGSNBASS vdSatrzya 6.

= =2 4 4 8 2 =

= =

ld Iy 9y3IftAaK LINAYINE (S| OKwiasdatyNI ( KS
use to teach your students English speaking?

Why do you use those strategies to teach speaking?

What do creative strategies mean to you?

Do you use creative strategies? (why? Or why not?)

How do you decide which strategy to use in yourheay?

To what extent are you able to choose the strategies to use in your teaching?
Does the Ministry of education ask you to use particular strategies to teach
children speaking? (If yes, why do they do that? Do they justify their views?)
Have you ear tried to explain your view to them? (Explagive an example)

As an early year educator, when planning your speaking lesson, what are your
considerations regarding your children?

Based on your work experience with children, can you give an ovatviguw

the way your children like to learn English speaking? (If yes, how do you know
that?)

What do you do when you know about their preferred strategies?

Have you tried to implement them during your teaching? (Why? Or Why not?)
Have you ever askedrfthe opinion of your students on the teaching strategies
you use in your Englispeaking lessons?

52 @&2dz O2y&aARSNI SINIfeé& &@SIFNRna S| NYySN&
humans and what rights do you believe they have in your class?
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2) SecondTeachdi Q LY G SNBASSG vdzSaiAazya Q! FG4SNI /2
Evaluation/Seek Feedback).

1 Having attended the workshop and now implemented finger puppetry in the
classroom, could you tell me what you consider to be are its main benefits?

1 Thinking abouspontaneity, enjoyment and confidence. How would you
describe your students behaviour when you used finger puppetry in the
classroom?

T ¢KSNE A& I LINPOGSNDY Wt NIOGAOS YI1Sa LISH
me how this relates to teaching yoeairly years learners when using finger
LIdzLILISGNE & 82dzNJ 0N 0S3éK o6t NBYLIIY NBf

1 Do you think finger puppetry is an effective teaching strategy that increases the
AYy@2t @SYSy G 2F SIENIeé &SI NDa stindldted) SNE Ay
their interest? Why? Why not?

1 Does this new strategy add to your experience of teaching? (If yes, in what
ways?)

1 Are your students more involved, attentive and eager in your English speaking
class when you use the other strategies you have wesdi or when you used
finger puppetry?

1 126 R2 @2dz LISNOSAGS SINiée &SINRna Sk Ny
or independent humans and what rights should they have in your class? (Has
your view changed? Why? Why not?)

1 Do you feel it is the regpsibility of the teacher to increase the rights of early
@8SIFNRA fSFEFNYSNAR Ay @2dzNJ Of I 4&aK

1 What do you think can be done to increase the voice that children have on
issues related to their learning?

1 Briefly, could you please tell me what finger puppetry @aehing strategy
means to you?

1 Can you tell me how finger puppetry relates to your professional practice,
instructional teaching and how you can improve it to suit the preferences of
your children?
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1) CANBG / KAf RNBY Q3 DNEdzI 5 A & Odzi-Basedy
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on their Drawings).

What a nice drawing you have? Can you tell me what you have drawn?
Where do you locate yourself in this drawing? Why?

Do you like the position that ydwave drawn? Why? Why not?

Can you tell me what you are doing in this drawing?

0 Are you speaking with your English teacher? (Prompt)

0 Are you speaking with your friends? (Prompt)

o0 Are you sitting and listening? (Prompt)

0 Are you giving ideas to your tdéwc? (Prompt)

How does this make you feel?

Why did you draw that?

Do you like to change the position /role that you have drawn in an English
lesson? Why? Why not?

What would you do to change your position?

Would you tell me how do you like to learn Emgéiseaking?

. 2dz 02t R YS GKIFG @&2dz tA1S G2 €SNy
learn this way?

Can you tell me how does this drawing help you think about learning English
speaking?

If I were to ask you to draw yourself again in an Ergfiiking lesson, what
would you draw?

Would you like to add anything?
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2) { SO2YyR / KAf RNByQa DNRdzL) 5A40dzaaA2y 65 dzN
their videos).

1 Your films were presented in front of your class today what impressed you most
in you film?

1 Did you enjoy English speaking practice with your family members using the
finger puppets? (Prompt: Why?)

1 What did you learn from recording a film while speaking English using the finger
puppets at home? (Promp: Enjoyment, gaining confidenceessipg myself)

1 What other things do you think can help you improve your speaking in this film?
(Prompt: Practice)

T [SGiQa 32 o601 G2 GKS 9y3atArak Oflaa oKSy
friends. Did you enjoy using finger puppets to speak with youd&ie(Prompt:
Why?)

1 Do you think finger puppetry helps you to like English speaking? (Prompt: How?)

1 What activities can stimulate, interest and motivate you to practice English
speaking in the classroom?

1 What makes you feel bored in English classes? (Prtuwngk of activity variety
and too much practice)

1 To what extend you are able to speak in English lessons (Prompt: Are you given
enough time and space?)

1 Are you allowed to suggest a method for practicing English speaking? (Prompt:
Do you have influenceinK'S Of  AaNRP2YK / KAf RNBYy Qa N&:

1 If your teacher asks you about which activities to use in the Esgksiking
lessons? What is your favorite activity? (Prompt: What would you say?
/| KAt RNByQa NRARIKGAO

 If you speak, does your teacher listen toyou2 (PLJG Y ! dzZRA Sy OS | yR
rights)

T LT 8Sas R2S& &2dzNJ GSFOKSNJ I LILX & gKI G @&z
rights)
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3 ¢KANR / KAf RNByQa DNRdzZL) 5Aa0dzxairzy 6! Fi S
Evaluation/Seek Feedback).

1 You have used fingpuppets in your classroom and at home. Do you like it?
(Why? Or Why not?)

1 Would you like your teacher to keep using it in the classroom or would like her
to use a different tool? (Why?)

1 What do you like most about using the finger puppet?

f Whatthingsdg Qi €2dz t A1S o2dzi FAYISNI LIdzLILIS G|
change about it?

Page |400



Appendix G- K A f RnfdingtioniSheet and Visual Activities

1) Information Sheet (Pupp&ook).
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