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Abstract

Despite shifts in public perception towards LGBT-identified individuals over the past
40 years, visibility in educational resources remains an issue, particularly in multicultural
contexts such as the English Language classroom. Current studies show that there is a growing
desire for materials that include LGBT characters in an unobtrusive way to reflect the diverse
society within the UK. Despite this, the availability of such materials is limited and studies

evaluating learner and teachers responses towards them are rare.

Using a mixed method approach of questionnaires, semi-structured interviews and a
learner focus group this study explores these responses towards non-heteronormative materials
in a UK based context. Additionally, it investigates teacher attitudes towards the inclusion of
LGBT lives within classroom resources. Its findings reveal that teacher attitudes and responses
are largely positive, in spite of some on-going concerns. Similarly learner responses
demonstrate a promising outlook towards the future use of materials featuring same sex couples
in UK-based classrooms. However, this study also highlight a number of considerations that
need to be made when using non-heteronormative materials, especially when including
bisexual and transgender persons, whose gender and/or sexual identity cannot be as easily

inferred.
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Glossary of Acronyms

EAL English as an Additional Language: aimed at school age learners intending

to join mainstream classes in Primary or Secondary Education.
EAP English for Academic Purposes

EFL English as a Foreign Language (UK context): aimed at learners of

English for General or Specific Purposes.

EL English Language.
ELT English Language Teaching (Inclusive of all branches)
ESL English as a Second Language: aimed at non-native English learners

who live within an English speaking country.

ESOL English for Speakers of Other Languages: aimed at migrant learners

who need English for professional and/or living purposes.

LGB Lesbian, Gay and Bisexual (Concerning same-sex attraction)

LGBT Lesbian, Gay, Bisexual and Transgender (Concerning both same-sex
attraction and individuals who want to, have or are transitioning so that

their sex matches their gender identity).

TESOL The practice of Teaching English to Speakers of Other Languages



Glossary of Key Terms

Biphobia/
Homophobia/

Transphobia

Cisgender

Gender binary

Heteronormativity

Heterosexism

Queer

The fear of Bisexual, Gay and Lesbian, and Transgender persons,
potentially resulting in hostile attitudes and actions towards LGBT

persons.

Someone whose preferred gender identity matches their sex at birth is

described as cisgender.

The social norms regarding gender as either male (masculine) or female
(feminine). Those who identify with neither or both of these forms, e.g.

gender fluid, might be considered non-binary.

A term denoting the unintentional assumption that heterosexuality is the
only sexual norm and, as such, all other sexual and gendered practices are

considered ‘other’.

A stronger form of heteronormativity in which heterosexuality is actively
construed as the only norm and gender roles usually reflect the

traditional masculine/feminine binary.

A re-appropriated term, used here to be inclusive of all LGBT-
identified persons, as well as those who do not conform to the
traditional gender binaries e.g. intersex, gender fluid, regardless of

sexuality.



1. Introduction

This chapter will describe the motivations behind conducting this study in the current ELT
context. It will also outline the current body of literature and the research gap that this study
seeks to fill. Finally it will highlight the aims of the study before presenting the structure of

this project.

1.1.Background context

It is generally believed that since the 1980s, LGBT rights, especially in Western cultures,
have progressed considerably (Weeks, 2009; 2010). Whilst intolerance towards LGBT-
identified people still exists (ibid), ever-increasing visibility for LGBT-identified people in
media, as well as legal reforms which have promoted equality (Equality Act 2010, 2010;
Marriage (Same Sex Couples) Act 2013, 2013), has led to growing public recognition of LGBT
lives and, consequently, a shift in public perception throughout the Western world (Nelson,
2009; Rahman & Jackson, 2010; Weeks, 2010). However, despite this progress, researchers
agree that representation of queer identities in educational settings, particularly in learning
materials, remains limited, and in some cases non-existent (Dumas, 2008; Ghajarieh & Cheng,
2011; Gray, 2013; Pakuta et al., 2015; Salami & Ghajarieh, 2015).

Following the development of poststructuralist feminist movements in educational
contexts a number of studies have investigated inclusion regarding sexual and gender identity
in ESOL contexts. Earlier studies establish principal concerns for the inclusion of LGBT being
related to a likelihood of homophobic attitudes being raised in lessons and the opinion that the
topic is too personal to be taught in educational settings (Nelson, 1993; 1999; Britzman, 1995).

Recent studies have found that the latter concern continues to be an issue for current teachers
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(Nelson, 2009; Macdonald et al., 2014). Whilst its status as a potentially personal topic is
undeniable, it has been argued that this perspective demonstrates a degree of hypocrisy, as the
personal is already integrated into pedagogy with learners consistently being asked to share
details of their lives within lessons (Nelson, 2010; Kappra & Vandrick, 2006; Dumas, 2008;
Clarke & Braun, 2009). As a result, it is believed that by erasing LGBT lives and themes from
the classroom, those who identify as queer might feel as if they have to hide key details of their
lives, e.g. their relationships, in a bid to avoid other’s potential discomfort at the risk of
damaging their own mental health (ibid).

Another frequently cited concern relates to the potential for cultural conflicts within
multicultural classrooms owing to the fact that sexuality and gender identity are culturally
specific concepts (Nagel, 2003; Gamson & Moon, 2004; Kollman & Waites, 2009; Siedman,
2010; Weeks, 2010). As such, publishers tend to avoid using topics which fall within the well-
known acronym PARSNIP (Politics, Alcohol, Religion, Sex, Narcotics, Isms and Pork) in an
attempt to prevent these conflicts from emerging (Mishan & Timmis, 2015). Difference in
cultural values must also be considered as some learners who come to the UK may come from
countries where LGBT lives are still heavily stigmatized and/or criminalised, and, in some
cases, where equal gender representation is still an issue (Sunderland, 2000; Norton &
Pavlenko, 2004; Mustapha & Mills, 2015; Pakuta et al., 2015).

In spite of this, within Western educational contexts some researchers have found that
LGBT themes are often introduced by learners. Additionally, teachers themselves have
expressed a desire to include queer lives and themes within their classrooms (Nelson, 2009;
Macdonald, et al., 2014). However, although LGBT themes and characters can be found in
online resources (NIACE, 2010; Stonewall, 2015; El-Metoui, 2016), they are rarely, if ever,
acknowledged in published materials (Gray, 2013). Even though there are examples of

published materials including LGBT characters, within these sexuality and gender identity has
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either been inferred using euphemisms (Swan & Walter, 1992) or highlighted in a bid to
introduce LGBT issues as a discussion topic (Macandrew & Martinez, 2002).

Although LGBT visibility in ELT resources has been studied in foreign contexts
(O'Mochain, 2006; Ghajarieh & Cheng, 2011; Pawelczyk & Pakuta, 2015; Salami & Ghajarieh,
2015), fewer studies have been conducted looking solely at the inclusion of LGBT characters
in printed ELT materials in UK contexts (Gray, 2013). Moreover, despite the challenges
associated with inclusion (Britzman, 1995; Nelson, 2009; Gray, 2013), the erasure of an entire
community from learning materials is an issue that deserves attention, especially when
materials are used to prepare learners who aim to live/work/study in a context where diversity

is not only accepted, but celebrated.

1.2. Research Aims

Given the gap highlighted above this study will primarily aim to investigate teacher and
learner responses within a UK context towards ELT materials that include LGBT characters
without making them or their sexual/gender identity a central theme. Whilst these materials
have previously been categorised as ‘normalising’ materials (Macdonald et al., 2014), due to
the problematic use of this term when referring to the inclusion of LGBT people, this study
will refer to these resources as Non-Heteronormative Materials (NHMS).

The questions this projects seeks to answer are:

I. In what ways, if any, do English Language teachers within UK based
institutions currently include LGBT lives and themes within the context

of ESOL/ESL/EFL and/or EAL classrooms?



ii. What attitudes do English Language teachers have towards the use of
LGBT inclusive materials in a classroom context?
ii. What responses do these materials evoke from teachers and learners who

are teaching/studying within a multicultural context?

Using a mixed methods approach, this study aims to answer these questions and contribute to
existing research by providing an account of how NHMs fit into the wider topic of LGBT
inclusive practice within multicultural UK classroom contexts. It also seeks to develop further
understanding of teacher attitudes and responses towards these kinds of materials by analysing
teachers’ reflections on their own experiences and describing the responses of practicing
teachers towards the design and potential use of non-heteronormative tasks. Finally, it seeks to
detail learner responses towards NHMs, as well as the topics that might arise from their use in

UK based classrooms.

1.3: Organization of study

This study will begin by reviewing the relevant literature in Chapter 2. Chapter 3 will
deal with methodological approaches and detail the way in which the research was conducted,
before presenting and discussing the results in Chapter 4. Finally, key findings, as well as

limitations and opportunities for further study will be outlined in Chapter 5.

-10 -



2. Literature Review

Due to the cross cultural nature of this research, this chapter will begin by reviewing
some key texts regarding the social construction of sexuality within and outside of Western
culture. However, it will primarily review the existing body of literature concerning sexual
and gender identities in both general educational settings within the UK and ELT. Finally, it
will review key studies relating specifically to the inclusion of LGBT themes within EL

materials, thus identifying the research gap this study seeks to fill.

2.1: Social constructs of sexuality

2.1.1: Western Constructs

In his book Sexuality (2010) Jeffrey Weeks, whose work is influenced heavily by
Foucault’s theory of cultural constructionism (1979), explores the theory of social
constructionism which suggests that sexuality is moulded through social constructs such as
language, kinship and family, socio-economic conditions, morality, political and legal
regulations, and finally, the social movements that challenge these constructs. As these factors
influence each other and trigger change, so do they influence our understanding of sexual
‘norms’ and identities. This concept contrasts with the essentialist approach, which proposes
that sexuality is innate and unchangeable (Seidman, 2010; Weeks, 2010). Whilst essentialism
correlates with the widely shared belief that sexuality is not a choice, social constructionism
introduces the notion that sexuality, and our understanding of it, is a fluid construct. More

importantly, it illustrates a potential source of cultural conflicts that might emerge when
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discussing concepts like sexuality and gender which are, as Weeks notes, expressed differently
in each culture.

Both Seidman (2010) and Weeks (2010) describe how Western cultures place
sexuality as a central theme when shaping individual identities. Seidman implies that this is
demonstrated by the importance Western LGBT people place on ‘coming out’ (disclosing their
sexuality or gender identity to others). Through this process, sexuality becomes automatically
intertwined with identity through the act of labelling oneself using a sexual preference
(Seidman, 2010). By assigning sexuality as a key construct of our identities, Weeks (2010)
indicates that it has become a predominant issue that heavily influences political and moral
discourses, which has led to institutionalised discrimination throughout the mid to late 20™
century. This, in turn, prompted Feminist and Gay/Lesbian Rights Movements (now LGBT)
which, according to Seidman, have helped create a sense of community and pride. This link

between identity and sexuality, however, is not shared across other cultures (Seidman, 2010).

2.1.2: Other Cultural Constructs

Two studies that have investigated the cultural impact on different nationalities and
their attitudes towards homosexuality were conducted by Adamczyk and Pitt (2009) and Jackle
and Wenzelburger (2015). In both studies the researchers used data from the World Values
Survey (WVS) to review and compare attitudes toward gay men and lesbians across a number
of individual and national variables including age, gender, marital status, education, religion,
nationality (taking in to account dominant religion and current legal frameworks regarding Gay
rights), and financial stability. Despite differences in the number of countries they reviewed
(33 and 79), and despite the omission of non-binary sexualities from the study, they both
documented similar findings regarding the influence that each variable had.
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Both studies found that Muslims and those living within a majority Muslim population
held the most negative attitudes towards non-heterosexuals. Jackle and Wenzelburger (2015)
also stated that multiple branches of Christianity are among the highest scoring in terms of
negativity, whereas Buddhist and Hindu religions, as well as Atheists, were significantly lower.
They claim a cause for these findings could be due to references to homosexuality within the
scriptures of both Christianity and Islam, which has subsequently been interpreted by some as
a ‘sinful” act (pp.212-213). This focus on behaviour could be considered a contributing factor
to the hyper-sexualisation, and in some places the criminalization, of queer identities. However,
these findings are based on the majority of a population, and do not represent the whole. The
fact that there are LGBT people and allies that exist within these religions, signifies that faith
may not be the only relevant factor (Weeks, 2010).

Adamczyk and Pitt (2009) and Jackle and Wenzelburger (2015) also demonstrate how
financial or political instability, as well as a lack of anti-discrimination frameworks or, in some
cases, the existence of discriminatory laws, are also clear indicators for homophobic attitudes,
thus supporting Weeks’ theories (2010). Adamczyk and Pitt claim that this is due to what they
refer to as a focus on ‘survival’ needs (p.339) which results in societies placing greater value
on family and traditional gender norms. This perhaps offers an explanation for anti-LGBT
sentiment being found in cases where being gay, bisexual or transgender is perceived to be a
subversion of the masculine/feminine binary (Butler, 2004; Moussawi, 2011; Salami &
Ghajariah, 2015). However, given the emergence of a global culture, nowadays cultural values

are perhaps not as absolute as they may have been (Rahman & Jackson, 2010; Weeks, 2010).
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2.1.3: Global culture

When considering the impact of globalization on sexuality some academics (Nagel,
2003; Long, 2005; Spierings, 2014) have found that, whilst there have been some positive
influences in terms of securing LGBT rights (Kollman & Waites, 2009), the increasing pressure
Human Rights Groups place on countries where the legal and/or political system either ignores
or encourages the discrimination of LGBT people seems to have had a detrimental effect on
public attitudes; particularly in Muslim majority and former colonized countries. All those cited
above suggest that this negative impact stems from anti-Western sentiment. As such, with the
LGBT community representing a set of liberal Western ideals, it may subsequently be
disregarded.

When looking at minority values in multicultural contexts, Chryssochoou (2004) looks
at the intersections of culture within minorities such as migrants and refugees. She describes
how issues of cultural identity can arise as a result of cultural prejudice and the imposition of
majority values that might conflict with original ideologies. She further highlights that one
potential way to encourage tolerance in these situations is Contact Hypothesis (CH) (Allport;
cited in 2004).

CH suggests that prejudice can be diminished via sustained and meaningful contact
being established between different ‘out-groups’, which enables any negative misconceptions
that may exist to be challenged (ibid, p.68; Skipworth et al., 2010). However, as Skipworth et
al. (2010) argue, whilst a positive case can be made for the use of CH in some situations, in
cases of more extreme cultural and religious values, the effects can be limited as other factors
may have a significant impact. Whilst Skipworth et al. refer specifically to political contexts
shaping public opinion, another related context that impacts public perception can be found

within education.
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2.2: LGBT visibility in UK Education

2.2.1: Political Impact: Section 28

By first examining the situation within general educational settings in the UK, the
impact that politics can have on shaping learning environments, and consequently, the attitudes
and experiences of staff and students, can be better understood. A key document that relates to
political impact on LGBT visibility in UK schools is Section 28 (528) of the Local Government

Act, Chapter 9 (1988, p.27), in which it is stated that local authorities should not:

"Intentionally promote homosexuality or publish material with the intention
of promoting homosexuality™ or "promote the teaching in any maintained
school of the acceptability of homosexuality as a pretended family
relationship™ (Local Government Act [1988], p. 27). {Italics added}

Whilst S28, which was eventually repealed in 2003 (Ellis, 2007), did not explicitly forbid the
inclusion of LGB issues for educational purposes in schools (transgender issues were not
included), it is generally agreed that this amendment created a climate of fear and confusion
for educators regarding the inclusion of gay issues, as well as creating an environment
conducive to homophobic bullying (Ellis, 2007; LGBTHistoryMonth.org, 2016). Researchers
have agreed that the cultural backlash from the amendment significantly contributed to a
heterosexist atmosphere which allowed homophobic behaviour to go largely unchallenged in
educational institutions until very recently (Chan, 1996; Ellis, 2007; Edwards, et al., 2016).
Recent reports show that there has been undeniable progress in establishing schools as
safer spaces for LGBT pupils (Guasp et al., 2014), perhaps due to the existence of teacher led

projects (DePalma & Jennett, 2010) and the increasing availability of school resources
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(Stonewall, 2015; Schools Out UK, 2016). However, these reports also show that
heteronormative conduct and homophobic bullying continue throughout education in the UK
as aresult of S28 (Sauntson & Simpson, 2011; Guasp et al., 2014). In addition, Stonewall UK’s
report (ibid) demonstrates that UK schools continue to be a place where a large majority of

teachers do not include content with any form of LGBT visibility.

2.2.2: LGBT Visibility in Higher Education

One way of providing LGBT visibility that has been the subject of research within
Higher Education, particularly in the U.S.A, is the decision that LGBT staff members have to
make regarding disclosing their sexuality to students (Waldo & Kemp, 1997; Russ et al., 2002;
Clarke & Braun, 2009; Jennings, 2010; Orlov & Allen, 2014). The majority of studies cited,
excluding Russ et al., highlight the benefit that this decision may have for both teachers and
students as being a positive change in student attitudes which coincides with CH.

The most recent study cited (Orlov & Allen, 2014) reveals that, in spite of some
potential risks, once ‘out’ teachers tended to benefit due to the freedom that disclosing their
sexuality or gender identity granted them in expressing their true selves. It might therefore be
argued that if expressing one’s true identity leads to the improved well-being of teachers, the
same could be true of learners. What is more, in multicultural contexts in which students may
be re-negotiating their identities (Chryssochoou, 2004), presenting the opportunities to explore

language related to expressing those identities could be regarded as extremely important.
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2.3: LGBT lives and themes in ELT

2.3.1: Negotiating Identity in the ESL Classroom

In her study regarding gender identity, Judith Butler (1999) proposes the theory of
performativity which suggests that gender and sexuality do not just exist, but are realised
through actions such as coming out or adapting one’s physical appearance to reflect that
identity (1999). In Undoing Gender (2004), Butler further discusses our desire for identity to
be recognized; noting that the only way to gain that recognition is through communicating
one’s identity both verbally and non-verbally. Therefore, if language is considered a means
through which we communicate identity (Dumas, 2008; Evripidou & Cavusoglu, 2015), it
seems essential that a language classroom should give all learners the opportunity to do so.

Two studies indicate that this is not a reality for the majority of LGBT learners in an
ESL context. In both Kappra and Vandrick (2006) and Nelson’s (2010) studies, which
document LGBT learner voices in ESL, all the participants interviewed allude to the fact that
queer themes rarely, if ever, featured in their classes. They indicate that teachers often elicited
responses from learners in ways that assigned them straight identities, leading them to carefully
monitor their language in order to avoid outing themselves. Whilst Kappra and Vandrick state
that this may be detrimental in causing learners to feel alienated, Nelson suggests that the
greater detriment would be the limitations this places on an LGBT learner’s ability to

communicate their identities in real life.

2.3.2: Queer Theory

A potential way to challenge the heterosexist assumptions that teachers may make when

inviting students to answer questions is Queer Theory (QT). Whilst it has been criticised as
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‘convoluted’ and ‘vague’ (Gamson, 2003, p.385), it arguably serves a purpose in opening up
discourse to include all identities along the sexual and gender identity spectrum (Jagose, 1996).
A second criticism of QT is its assumption that traditional binaries are what shape our
understanding of sexuality, thus over-simplifying a complex concept (Weeks, 2010). Whilst
this may be true, it nonetheless demonstrates the way in which QT frames sexuality as a social
and cultural construct, consequently allowing it to be used in pedagogy to encourage cross-
cultural critical inquiry, rather than discussions based on opinions which may cause offence

(Nelson, 1999; Norton & Pavlenko, 2004; Pavlenko, 2004; Wadell et al. 2012).

2.3.3: Teacher Attitudes towards LGBT lives and themes

When comparing two of Cynthia Nelson’s works, Heterosexism in ESL (1993) and
Sexual Identities in English Language Education (2009), a somewhat positive shift in teacher
outlook regarding the relevance of queer lives in ELT over a period of 16 years can be seen.
However, her 2009 study shows how concerns over cultural and/or religious conflicts and
uncertainty when approaching LGBT themes are still evident. By demonstrating an
understanding of teacher attitudes and, to a certain degree, challenging them, Nelson implies
that creating a more inclusive environment for learners relies heavily on positive teacher
perspectives.

Two studies that investigate teacher attitudes towards including LGBT themes in both
a UK ESOL context (Macdonald et al., 2014) and a Greek Cypriot context (Evripidou &
Cavusoglu, 2015) found that the majority of teachers who participated in their studies
responded positively towards incorporating LGBT lives and themes. They also found that

demographic details such as gender, age and religion/faith had an impact on attitudes, with
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teachers who are female, younger or had less experience tending to have a more positive
response to gay themes.

Despite this positive shift in teacher attitudes, Macdonald et al.’s study (2014), which
included over 100 participants, delves deeper into the topic of inclusive education by
identifying four key themes in UK teacher perspectives. These are: unawareness, avoidance
due to the personal nature of the topic, a desire to effect social change, and engagement through
use of topical events and critical inquiry (pp.8-11). These themes, which correlate to Nelson’s
(2009) findings, demonstrate that whilst progress has been made in terms of encouraging the
inclusion of LGBT lives in ELT, less supportive attitudes still need to be considered when
integrating this topic.

One other theme that teachers raise in both Nelson (2009) and Macdonald et al.’s (2014)
studies relate to the potential for cultural and religious conflicts to emerge within the class.
However, Evripidou and Cavusoglu (2015) found that religion had a limited impact on attitudes
towards LGBT themes, suggesting that religion is not as influential a variable as teachers
assume. Furthermore, all three studies seem to suggest that a lack of confidence in approaching
these themes is a key factor in contributing to teacher uncertainty regarding their inclusion,
despite an increasing desire for LGBT characters to be included in ELT textbooks (Macdonald

etal., 2014).

2.4: LGBT Inclusion in ELT Materials

2.4.1: Issues with inclusion

Although this desire for LGBT visibility in EL materials exists, the ongoing lack of it

in the majority of published materials may be explained by a series of challenges highlighted
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by researchers (Britzman, 1995; Warner, 1999; Nelson, 2009). First and foremost, Britzman
(1995) outlines two main problems with inclusion: normalisation and representation. The
former states that in attempting to ‘normalise’ queer identities, difference is inherently implied
due to the fact that sexual and gender binaries are inextricable (ibid; Weeks, 2010).

Regardless, it could be argued that given recent changes in public perception of LGBT
lives in Western countries and the increase in LGBT visibility in the media, the inclusion of
queer-identified persons in materials might not cause as significant an impact as Britzman, and
subsequently Nelson (2009), suggest. Furthermore, what Britzman seems to neglect in her
criticism of inclusion is the opportunity it provides for reducing any sense of isolation LGBT
students may feel when confronted with heterosexist assumptions in materials. Moreover, it
could be argued that representing the entire spectrum of a diverse and multifaceted community
within the confines of a single course presents the greater challenge.

Both Warner (1999) and Nelson (2009) touch on this issue of representation. Warner,
suggests that the LGBT rights movement’s shift from celebrating diversity to emphasising
similarities between heterosexual and non-heterosexual identities has led to hierarchies within
the LGBT community and, consequently, the continued discrimination of those who defy
traditional gender roles and the masculine/feminine binary. Nelson (2009) highlights this issue
when she compares the success teachers have had with gay and lesbian guest speakers who fit
the ‘respectable’ (straight) mould with the less positive impact that more ‘alternative looking’
guest speakers had (pp.61-64). This alludes to the troubling notion that whilst it may be more
prudent to include LGBT persons who challenge student’s stereotypes, not including people
who choose to adopt those stereotypes to reflect their individual identities could prove equally
problematic in condoning the idea of a ‘respectable’ queer identity.

If we imagine for amoment that materials with an accurately diverse range of characters

and themes was available, Gray (2013) highlights one final issue regarding LGBT visibility in
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EL course books: funding/publication. In his study LGBT invisibility and heteronormativity in
ELT Materials, Gray demonstrates how despite changes in social attitudes, despite educators’
frustrations at the lack of LGBT characters, and despite materials that include LGBT characters
being designed, the exclusion of same-sex relationships and queer identities in materials comes
down to a question of profit. He suggests that due to conservative views on sexual diversity
being common in a wide variety of countries where EFL is a lucrative business, publishers

seem to feel that the erasure of LGBT lives is a “price worth paying’ (p.52).

2.4.2: Teacher Strategies

Some studies have focused specifically on ways in which teachers can become the
agents of change in their own classrooms. In her book, Nelson (2009) includes not only the
ways in which teachers have introduced topics, but also the ways that learners introduce them.
She outlines three different approaches that teachers might use when framing content related
to sexual identities: Controversies, Discourse Inquiry and Counselling (p.209-210).
Macdonald et al. (2014), whose report also examines teacher attitudes toward LGBT-inclusion
in a UK context (see above), develops these categories further by documenting the different
pedagogical strategies that can be used with each approach.

The Controversies approach frames sexual and gender diversity within a social context
which may highlight civil rights issues, promote values and/or encourage debate (ibid.). This
seems to be one of the most frequent ways that LGBT themes have been included in classrooms
and published resources (Macandrew & Martinez, 2002; Nelson, 2009; NIACE, 2010;
Macdonald et al., 2014, Evripidou & Cavusoglu, 2015). However, whilst the structure within
these activities may guide students to acknowledge the injustices facing many LGBT people,

both Nelson (2009) and Macdonald et al. (2014), as well as Gray (2013), note that it also
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problematizes queerness in a way that may reinforce stigmas, as well as inviting homophobic
language into the classroom.

Discourse Inquiry tends to focus on encouraging linguistic and cultural analyses in
order to highlight the way that society constructs normative behaviour and identity (Nelson,
2009). Due to its grounding in QT, it is no surprise that researchers consider Discourse/Critical
inquiry to be the best option for inclusion in this context due to its avoidance of subjective and
conflicting opinions (Nelson, 2009; Norton & Pavlenko, 2004; Wadell et al. 2012). However,
as Macdonald et al. (2014) note, this use of critical analysis may only be suitable for learners
whose proficiency is high enough to express their experiences and ideas accurately.

Counselling takes a more personal approach to LGBT themes and focuses on
encouraging tolerance through discussing experiences and attitudes towards LGBT people as
individuals (Nelson, 2009). It includes strategies such as using positive LGBT representation
to ‘normalise’ same-sex relationships, and challenging homophobic, and presumably
transphobic and biphobic, conduct in the classroom (Macdonald et al., 2014, p.13). Although
there is a growing body of resources and studies available that focus on tackling homophobia
in educational contexts (Stonewall, 2015; SchoolsOut, 2016; EIl-Metoui, 2016), literature that
specifically examines learner and teacher attitudes towards materials that normalise sexual

diversity in everyday contexts e.g. family units, going out with friends is limited.

2.4.3: ‘Normalising’ LGBT

In their study Macdonald et al. (2014) highlight UK ESOL teacher’s desire to have
access to these kind of materials. They stress the need to have available resources which include
LGBT lives without drawing attention to them. Whilst Britzman (1995), Warner (1999) and
Nelson (2009) highlight the challenges with this kind of inclusion (see above), it could be
argued that given the way public perception is shifting (Rahman & Jackson, 2010; Weeks,
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2010), learner and teacher attitudes in an ESOL context may also have changed, leading to a
need to investigate to what extent these materials have been or can be introduced into UK
classrooms. In addition, whilst the inclusion of LGBT representation in ELT materials has been
researched in countries outside of the Western world (O'Mochain, 2006; Ghajarieh & Cheng,
2011; Pakula, et al., 2015; Salami & Ghajarieh, 2015), there have been no immediately evident
studies conducted solely regarding ‘normalising’ materials in a UK context. As such, the
questions this study seeks to answer, detailed in the first chapter, aim to narrow this gap by

researching UK-based teacher and learner responses towards these NHMs.
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3. Methodology

The following chapter will justify the methodological approaches used to conduct this
research study and illustrate the participant recruitment process before describing the collection
and analytical methods used to achieve the aims outlined in the previous chapters. Finally, it
will highlight some ethical considerations that were applied during the design and conduct of

the study.

3.1: Methodological approach and design

In order to explore the use of LGBT inclusive materials in ELT from multiple
perspectives in sufficient detail a mixed methods approach was selected, allowing for multiple
aspects to be investigated and a more detailed view of the topic to be built (Denscombe, 2007).
As such, both quantitative and qualitative approaches were used when handling the data
generated from questionnaires, semi-structured teacher interviews and a learner focus group.
However, due to the small scale of the study and its focus on social research, the data was

acquired and analysed using a primarily qualitative approach.

Barbour (2007) defines qualitative research as being chiefly involved in the study of
social processes through the analysis of interactions, experiences and/or documents. Whilst a
document analysis of current textbooks would have provided insight into the current use of
LGBT lives and themes within published materials, it would not have addressed the study’s
aims in investigating stakeholder responses. Observations were also considered, but ultimately
an interview-based approach was chosen as by using a range of semi-structured and focus
group interviews participants’ responses, beliefs and experiences within a specific context

could be explored in more detail than with observations (Denscombe, 2007).
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Despite its suitability, there were several limitations that needed to be addressed in the
research design. Firstly, to avoid a purely descriptive account of participants’ experiences
within interviews, Rapley’s recommendation for a more ‘structured description” was applied
using conversation and discourse, analysis (2007, p.52), which enabled utterances to be
interpreted more objectively (Denscombe, 2007). Secondly, the results gathered from
interviews and a focus group only documented the responses and attitudes of a small sample
of participants, which would not have been an adequate sample size on which to base any
findings relating to attitude. As such, in an attempt to produce a more comprehensive view of
how LGBT lives and themes are used across a broader UK context, a questionnaire was
designed to incorporate a greater range of perspectives and a more representative sample of

teachers (ibid.).

3.2: Data Collection and Participants

3.2.1: Questionnaire

The questionnaire (Appendix A) was used to establish the ways in which LGBT
lives and themes are introduced in EL classrooms, as well as investigating teacher attitudes
towards including LGBT aspects in materials. It therefore used a variety of open ended
questions that invited practitioners to share their experiences and a series of rated statements
regarding attitudes, confidence and approaches which were then analysed using a Likert scale
(See below). Additionally, participants were asked to share demographic details, which were
then used to investigate potential trends in attitudes relating to age, gender, nationality, faith

and sexuality. The questions were arranged into five categories: demographic data, teaching
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experience, general attitudes towards LGBT inclusive practice, approaches used and attitudes

towards LGBT visibility in ELT materials.

The questionnaire was presented in an online format and potential participants were
contacted via email and the social media platforms Facebook and Twitter (Appendix B).
Messages were posted on the group pages of TESOLacademic.org and IATEFL, whose
followers are a range of academics and practitioners in ELT. Although other professional
circles were approached, none responded with the permission to post, which limited the number

of possible respondents.

Due to the sensitive nature of the topic, anonymity within the survey was guaranteed
for all respondents, with contact details for those who volunteered for further participation
being stored separately. A total of 19 respondents, aged 30 + completed the questionnaire. The
majority of respondents were practicing teachers/tutors born in the UK; just over a quarter of
respondents were born in other countries (Appendix C). There was a lower percentage of male
identified respondents (42.1%, however, given that ELT is a primarily female dominated

profession, this ratio of male/female participants was not unusual.

Diversity regarding faith and sexuality also seemed to be unrepresentative of the UK
population, with 63.2% identifying as having no religion, compared with 25.7% nationally
(Livepopulation.com, 2014). Furthermore, just over 10% identified as LGBT, even though
recent findings suggest the national average may be higher (Dahlgreen & Shakespeare, 2015).
This could have been due to the nature of the topic itself, as only a certain range of participants
may have been willing to voluntarily share their perspectives. Whilst this is a limitation, the
questionnaire did allow access to participants with a variety of experiences, thus achieving its

principal aim.

-26 -



3.2.2: Teacher Interviews

Semi-structured teacher interviews were principally conducted to gather data regarding
the potential responses and attitudes towards NHMs using a variety of sample materials. Whilst
using pre-made tasks would have been a desirable alternative, very few printed NHMs are
easily available. For this reason, five tasks were taken from a range of ELT web-sites and
adapted to include LGBT characters in an un-intrusive way (Appendix D). Three of these tasks
were single activities and two were adapted to be included within a textbook format as part of
a whole lesson. In order to ensure that the materials were designed appropriately, literature
regarding ELT materials development was consulted (Mishan & Timmis, 2015) and practicing

teachers were asked to review the materials before use.

Participants were recruited via the online questionnaire. Those who volunteered their
contact details were sent a Participant Information Sheet (Appendix E) informing them ofa 1.5
hour, semi-structured interview which would be audio-recorded. During this interview they
were asked to discuss any prior experiences with LGBT inclusive materials and review the
NHMs by giving their initial thoughts towards their use in a relevant UK context. Initially,
these interview activities were designed for use with focus groups, which would have allowed
for a greater variety of perspectives to have emerged. However, due to limited response rates

the structure and tasks were adapted.

The two participants who volunteered were British males currently working as EL
classroom tutors, aged 40 (T1) and 43 (T2), with experience in an EAP context. T1 had also
worked in an EFL context abroad and T2 alluded to experience with teaching adults in a
General Purposes context. Neither participant was asked to disclose their sexuality due to

ethical reasons. Despite some demographic similarities, both teachers had varied experiences
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with multicultural classrooms that they drew on within the interviews and demonstrated varied

responses towards the materials themselves.

3.2.3: Learner Focus Group

The aim of the focus group was to introduce learners within a UK context to a
selection of the sample materials in order to not only document their reactions to the materials,
but also to observe how they interacted with each other when using the materials. During a 1.5
hour focus group learners were asked to work together to complete two of the tasks, as if in a
lesson, and then reflect on them. The number of tasks to be sampled was reduced to two (Tasks
1 and 3) due to a lack of available time for all participants. A third task (Task 2) was also
reviewed in order to get student perspectives on an NHM within a traditional textbook format.
Sessions were audio-recorded, with the moderator noting any significant non-verbal reactions
during or immediately after the session. Whilst video-recording was considered in order to
capture these reactions, audio was chosen as the preferred method as it would be less intrusive
and it could more easily guarantee anonymity through the use of pseudonyms (Denscombe,
2007). Classroom observations were considered to collect learner responses, but, the demands
on teachers’ time were judged to be too intrusive for this option to be viable. For this reason, a

focus group seemed a suitable alternative.

In order to approach a suitable sample of EL learners with sufficient linguistic
competence to participate in a group discussion regarding this topic, postgraduate learners were
recruited via advertisements (Appendix B. iii) posted around the University campus. On
responding, relevant information regarding an ‘inclusive materials study’ was given to the

participants. However, no specific mention of LGBT inclusivity was made in an attempt to
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replicate authentic responses from learners in a classroom environment, where content of the

materials would not be shared prior to use.

Four participants (3 female, 1 male) aged 21-27 attended the focus group; a Turkish
female (Melia: aged 26), a Bulgarian female (Silva: aged 27), a Chinese female from Shanghai
(Riley: aged 21) and a Chinese male from the Shandong Province (Paul: aged 23). Through the
course of the session it emerged that Silva was studying Intercultural Communications and
Melia was researching Inter-sectional communities, which indicated that their responses might
be more positive. Whilst the nationalities represented are not inclusive of the wide variety of
countries that EL learners come from, the group described had enough variance to demonstrate

different examples of learner responses towards materials.

3.3: Ethical Considerations

Due to the sensitive nature of the topic and the potential for conflicting ideologies to
emerge, certain ethical considerations had to be taken into account. Firstly, all participants were
given copies of a Participant Information sheet (Appendix E), as well as being asked to sign
pre and post-participation consent forms (Appendix F), which granted permission for any
findings to be used in this project, within the ethical boundaries. The post-participation form
granted permission for verbatim quotes to be used and offered the opportunity to withdraw,
should they wish. Secondly, questionnaire respondents were given the option not to disclose
potentially personal details, e.g. faith, sexuality, and at no point during the interview stages
were participants asked to disclose this information, despite some doing so of their own accord.
Thirdly, all respondents were guaranteed anonymity, with all identifying information stored

separately from the collected data and pseudonyms being used during the writing process.
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Finally, all respondents were given opportunities to clarify information, as well as to withdraw

their data without consequence by a suggested date.

3.4: Data Analysis

3.4.1: Statistical Analysis

Questionnaires included both long form and Likert-rated statements to analyse teacher
attitudes and approaches. Whilst discourse analysis (see below) was used to analyse the long
form responses, ordinal data analysis was used to quantify the frequency with which teachers
introduced LGBT lives and themes into their classroom, as well as their attitudes towards using
materials with LGBT representation. Individual respondents were then grouped according to
age, gender identity, nationality, faith, teaching experience, and whether they identified as

LGBT or not so that a comparative analysis could be conducted across demographic groups.

Questions 11 and 15 (Q11 and Q15) of the questionnaire were analysed using a Likert
scale in which statements were positively or negatively weighted depending on the context.
Whilst Question 9 was originally included, the results were deemed irrelevant within the
confines of this study and therefore excluded. Q11 was weighted using a 0-3 point scale with
0 being “Never’ used and 3 being used ‘Often’. Individual responses were totalled to estimate
the frequency (percentage) with which respondents used LGBT lives and themes, and this
frequency was then compared across the different methods stated in order to determine which

was the most common.

Q15, which asked respondents to choose the extent of their agreement, was weighted

according to the positivity of their response, with 1 being the least positive and 5 the most. The
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respondents’ answers where then totalled and converted into percentages to give an overall
view of their attitudes towards LGBT visibility in materials. Despite some limitations (See
Conclusion), this analysis did provide an outline of respondents’ attitudes and the approaches

they currently use.

3.4.2: Discourse and Conversation Analysis

In order to analyse discourse found within the open questions, responses were coded
according to the three main approaches found in Nelson (2009) and Macdonald et al. (2014):
Counselling, Controversies, Discourse Inquiry, as well as Learner Prompted introductions. The
raw data was then transferred into nominal data to support the findings of the weighted
statements above. Whilst some responses implied teacher attitudes towards LGBT
representation in materials, most long form responses either detailed their experiences or were
used to voice concerns over including LGBT lives. Whilst these were relevant to the topic in
general, the majority did not specifically concern the types of materials this study has focused

on.

Similar analyses were conducted with nominal data generated by teacher and learner
responses from the interviews and focus group. However, due to the additional linguistic
features of informal speech and the risk of subjective interpretation in these methods
(Denscombe, 2007), a more objective approach was taken when transcribing and coding raw
data. When considering spoken discourse, Rapley (2007) suggests that pauses, interjections
and pace can be important in implicating attitudes but are often overlooked. To avoid this,
simplified Jeffersonian transcription symbols (Appendix G) were used to denote non-verbal
cues of pace, tone, volume and interjections in transcripts (Appendix H-J), as well as the

moderator noting important observed features within the sessions in comments. Transcripts
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were coded according to the emerging themes and sub-themes seen in Fig.1 and Fig. 2 and
grouped according to the tasks under discussion in order to identify any significant findings.
Despite these measures, some themes could be subject to interpretation, e.g. Buzz-words.
Furthermore, given the multicultural aspect of the study and the linguistic competence of the

learners themselves, the reliability of these findings could be disputed.

Fig. 1: Teacher Interview: Main themes and sub-themes.

MAIN THEMES Individual Codes (Arranged by Sub-themes)

e Promoting discussion (1a)
Potential Use

Assessing students attitudes (1b)

e Intended objectives (3a)

Comfort e Positive comments (regarding NHM) (2b)

e Teacher confidence (5b)

Concerns e Concerns (regarding NHM) (2a)

e Teacher discomfort (5b)
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Fig. 2: Learner Focus Group: Main themes and sub-themes

MAIN THEMES | Individual Codes (Arranged by Sub-themes)
o Explicit statement (of interest) (1a)
Interest e Increase in pace (1b)
e Enthusiastic interjections (1c)
e Supportive comments (2a)
Acceptance e No reaction (towards the inclusion of LGBT

persons/characters) (2b)

Silence/Discomfort

Non-verbal responses e.g. shuffling/mumbling (3a)
Slowed pace with pauses (3b)

Lowered voices. (3¢)

Potential Risks

Amusement e.g. giggling (4a)
Buzz-words e.g. ‘normal’, ‘scandalous’ (4b)
Highlighting issues (Including references to

sensitive topics) (4c)
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4. Results and discussion

This chapter will present and discuss the results from the statistical and discourse
analysis in order to address the research questions posed. It will also draw on relevant literature

to identify key findings across all methods.

4.1: Current inclusive approaches in UK-based institutions.

Fig. 3: Comparative frequency of use
4.1.1: Approaches Used between each approach.

To what extent have you
brought/do you bring LGBT

Results from Q11 show that lives into you classroom?

just below 79% of respondents used a ® Topical LGBT materials (News)

i ; Debating skill
variety of methods to introduce eating skills

Challenging derogatory behaviour

LGBT themes into their classrooms LGBT representation in materials

: : 49.12%
(Appendix K). A  comparative ® L_earner prompted  45.61% ’

40.36%
analysis of each statement found that 33.33% 33.33%

the most frequently used teacher-led

approach was including LGBT

representation within materials (Fig. Approaches Used

3), whilst using Topical or Debate

based lessons were relatively low. However, due to lack of clarification within the statement,
it is unclear what kinds of representation this refers to. Nevertheless, Learner Prompted

inclusion of LGBT lives and themes was the most frequently occurring introduction of LGBT

elements into the class; either through challenging derogatory comments or through other
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unspecified prompts. These findings reflect similar results to Macdonald et al.’s study (2014)

despite being a smaller sample, with similar themes being identified in the long form responses.

The long form responses tended to include teachers’ experiences of challenging
derogatory behaviour, such as treating the topic ‘with a degree of amusement’ (R19) or
prejudicial comments (R3). However, some teachers referred to students introducing themes
through personal
experiences, Long-form responses: Approaches Used
popular culture

and current Experiential: 3

events involving Counselling: 8 Popular Culture:
Learner 3

the LGBT Prompted: 14
community ‘

(Fig.4). These

Current Events: Discriminatory

. 3 behaviour: 5
Discourse

Controveries: 5 -
latter references Inquiry: 5

outnumbered Fig. 4: No. of utterances in long-form responses according to

approaches used in classrooms
the former

which resonates with Macdonald et al.’s findings regarding student experiences with LGBT

themes and lives in everyday life.

Another relevant detail these responses revealed was the range of Counselling
approaches taken e.g. the use of self-made NHMs and the use of inclusive phrasing like ‘using
‘person’ instead of man/woman’. These suggest that despite Macdonald et al.’s theme of
unawareness still being evident in some responses, these results suggest that teachers are
becoming more aware of the importance of inclusive practise. Unfortunately, as made evident
by the fact that the majority made their own materials, Gray’s (2013) findings regarding
available published materials remain true.
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Despite these positive implications, it should be noted that a majority of respondents
used the long form answers to share their concerns regarding the inclusion of LGBT themes,
mostly related to avoiding potential cultural conflicts and learner discomfort. Whilst these
preoccupations were implied by both T1 and T2, after reviewing the materials they established
a shared concern over the introduction of LGBT characters in classes where they did not know

the learners and therefore could not predict the kinds of responses they may evoke.

Fig. 5: Q11: Individual
and Average % Totals
according to age.

4.1.2: Frequency of Use

Frequency of overall use across individual

respondents varied, with two (10.5%) never introducing

o c S
LGBT aspects and one stating they used each approach S § 2
) o
@ 2 =
often (5.3%). These extreme percentiles were all within the < @ o
N :

50+ demographic, perhaps as a result of the controversy 30 -39 3 46.67%
0,
that existed regarding LGBT representation in education 15 46'2;;)
0
during S28, which may have sparked more divisive 1o 66.67%
17 13.33%
attitudes within this age group (Ellis, 2007). In general, the L B0
Average % of use 48.89%
average percentage of use between age groups showed a 40-49 1 46.67%
2 26.67%
positive correlation (Fig. 5), demonstrating the potential 4 26.67%
5 53.33%
for age to be a factor when considering attitudes towards 6 53.33%
8 46.67%
inclusive practice, as seen in Evripidou and Cavusoglu 9 60%
11 6.67%
(2015) and Jackle & Wenzelburger (2015). However, Average % of use 40%
50+ 10 26.67%
polarity was evident in each age group which hints at the 12 0%
13 26.67%
inconsistency of practice regarding LGBT inclusion 14 100%
19 0%
regardless of age. Average % of use 36.67%
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Differences were also found across two faith groups (Christian 25.33% and No religion
48.89%) which supports Adamczyk & Pitt (2009) and Jackle & Wenzelburger’s (2015)
findings. Whilst the only respondent to identify as Jewish scored the highest at 53.33%, this
could be due to him identifying as LGBT+ rather than being an indicator for attitudes within
the Jewish religion. Whilst nationality did show some surprising differences, the small sample
size of each national group outside of the UK limits the validity of these statistics. However, it
seems interesting that sexuality had little bearing on responses, given Nelson’s (2009) findings
regarding the increased pressure some LGBT staff members may feel when raising these

themes.

4.2: Teacher attitudes towards LGBT Inclusive Materials

Individual responses towards Q15 also showed a range in opinions regarding LGBT
visibility in ELT materials, with a 51.43% gap. Despite this range, the majority of respondents
(68.42%) seemed largely in favour of LGBT representation in materials, with only 4
respondents scoring lower than 70% agreement (Appendix M); half of whom who did not use
a range of approaches. Furthermore, 73.68% of respondents agreed to some degree that they
would use LGBT inclusive materials should they become more readily available, indicating
that the main issue behind visibility does not relate to teacher attitude but, as seen in Macdonald

et al.’s study (2014), to the lack of materials teachers would feel comfortable using.

Comparisons between demographic groups also revealed notable differences
(Appendix N). Despite the fact that 30-39 year old respondents used LGBT themes more
frequently, those aged 40-49 rated a higher average (90.71%) in terms of favourability towards
including representation in materials. Favourability amongst the 50+ respondents was also high

(65.14%) when compared to the average frequency of use seen above. Additionally, those who
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identify as LGBT were a little over 16% more favourable towards diverse sexual and gender
representation in materials that their straight cisgender colleagues. Similar percentage gaps
were found between nationalities, as well as smaller gaps between faiths and gender identity

being apparent (Appendix N).

These smaller gaps seem to suggest that faith, gender, and nationality, within those
represented, have little impact on favourability, with a few exceptions. Percentage differences
could also just be representative of different teaching values regardless of demography, but
comparisons across each individual statement highlight further concerns. Firstly, when
comparing the statement regarding diversity in course-books and another regarding relevance
to learners in a UK context with those regarding how themes should be addressed, some
discrepancies can be seen. This, coupled with comments found in the long form responses,
suggests that whilst they feel it may be relevant for learners in real-life, it may not be relevant

within some course contexts e.g. EAP. Another discrepancy found related to learner age.

4.3: Teacher and Learner responses towards Non-heteronormative Materials

4.3.1: Teacher Responses and Themes

Despite both demonstrating positive reactions to the materials, some significant
differences between T1 and T2’s responses emerged within each theme, thus demonstrating

several opportunities and risks that may arise when using NHMs.

-38 -



THEME 1: Potential Use

‘It could generate some nice discussion’

T2, p.16, L631

Within this theme both teachers referred to the materials potential to ‘provoke the
discussion’ amongst students (T2, p.7, L277), as well as the possibility of using them to assess
student attitudes and interest towards LGBT lives and themes. However, whilst T1 focused
mainly on the LGBT aspect in his consideration of the materials, T2’s converse centred on the
intended linguistic aims of the materials, thus making his utterances within this theme more
frequent (Fig. 7). Furthermore, when referring to discussions T1 seemed to place the
ownership of raising questions on himself in order to ‘gauge the reactions of students’ (T1,
p.12, L514). This suggests that he might intend to use the materials in a Controversies or
Discourse Inquiry approach by drawing attention to their inclusion in order to establish UK

values and promote discussion.

In contrast, T2 frequently spoke about ‘generating discussion’, which places
responsibility for raising questions on the learners, suggesting that the linguistic outcomes of
the tasks would be the primary objective. This is consistent with the Counselling approach the
materials are based on. However, during Task 4 he referred to the materials’ potential for
intercultural discussion to be raised, which implies that he might encourage a Discourse
Inquiry approach through cross-cultural inquiry. However, both teachers would need to be

observed before validating the predicted use of these approaches.
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Teacher 1: Frequency of utterances per theme according to

Task
= 5a) Teacher discomfort _
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e
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Fig. 6: Teacher 1 - Frequency of utterances per theme and sub-theme according to Task.

THEME 2: Comfort

‘It’s quite a refreshing thing to have them in there... integrated

within the wider lesson.” T2, p.20, L793-796

Both teachers seemed at ease with the tasks, with T2 stating that he would ‘be very
happy to use [them]’ (p.19, L777-778) and T1 saying that the ‘subtle’ way LGBT characters
had been included made him ‘much more comfortable’ regarding his own concerns of using
inclusive materials in class (p.26, L1082-1093). Whilst T2 did not refer to his own confidence
in using the materials to the same extent as T1, his assurance was implied by his consistent use
of the adjective ‘nice’ to describe the tasks. They attributed their positivity to the fact that

LGBT characters were not the main focus of the materials but ‘integrated’ into tasks that had
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Teacher 2: Frequency of Utterances per theme according to
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Fig. 7: Teacher 2 - Frequency of utterances per theme and sub-theme according to Task

distinct linguistic outcomes. Despite their non-focus, both liked how these characters “[offered]

up opportunities... to explore’ LGBT themes at their leisure (T1, p.26, L1085).

These positive responses seemed to address some of the concerns raised in the
questionnaires regarding the relevance of LGBT lives within materials, presumably when the
outcomes are focused on promoting discussion or encouraging tolerance. The assumption that
materials would take this approach could be considered understandable given that materials
such as Martinez and MacAndrew’s Taboos and Issues (2002), which employ a Controversies
approach, seem to be the most well-known examples of LGBT inclusive resources. Both
interviewee responses emulate similar responses to teachers within Macdonald et al.’s study
(2014) by complimenting the fact that the NHMs included non-heterosexual or transgender
characters in a ‘matter of fact way’ (T1, p.13, L523), thus allowing teachers to address
comments or questions without personalising their response or risking misinterpretation.

Furthermore, it may give teachers and learners a ‘more natural way’ (T2, p.20, L796-797) to
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prompt intercultural inquiries that frame sexuality or gender identity in a way that challenges
and explores assumptions, as Pavlenko (2004), Nelson (2009) and Wadell et al. (2012)

recommend.

THEME 3: Concerns

‘The question then is ‘Do you want them to notice?’

T1, p.12, L510-511

Whilst the majority of shared concerns related to using the materials with a class they
were unfamiliar with, one additional concern emerged with T1 that has not previously emerged
in teacher responses within the cited literature which was the risk that the LGBT characters
would be “glossed over’ (p.19, L813). Whilst this is a genuine concern, as Britzman (1995) and
Nelson (2009, pp.64-65) describe, there is a danger in ‘over-focusing at the expense of the
lesson aims’ (T2, p.15, L856-858), as it could have the adverse effect of highlighting
‘otherness’ and establishing an “us versus them’ mentality. This paradoxical concept becomes
increasingly challenging when considering the inclusion of bisexual and transgender persons,

for whom identification as part of the LGBT community cannot be as easily inferred.

Finally, a notable difference was evident within the sub-theme of Teacher Discomfort,
with T1 displaying more instances of discomfort that T2 (See Fig. 6). However, when the
number of instances is compared between each Task it becomes apparent that relatively few
instances occurred once the NHMs were introduced. This further indicates that teachers” may
be comfortable using these kinds of resources with young adults and older students. Young

learners, however, may be a common cause for concern with teachers which is demonstrated
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by the spike of discomfort during Task 5 with T1, which was the result of learner age being

called into question.

4.3.2: Learner Responses and Themes

During the focus group a variety of approaches and topics emerged which enabled the
main themes to be analysed within different stages of the session. Each stage corresponded to

one or more of Nelson’s three approaches. The six stages were:

Task 1.1: Immediate response (Counselling)

e Task 1.2: Same-sex couples in materials (Controversies)

e Task 3.1: Immediate response (Counselling)

e Task 3.2: Transgender Athletes (Controversies)

e Task 3.3: Intercultural responses (Controversies/ Discourse Inquiry)

e Task 2 (Review): Heteronormative materials vs. NHMs (Discourse Inquiry)

THEME 1: Interest

Each female in the group expressed explicit interest in having ‘open-minded
discussions’ about sexuality and gender identity (See Fig. 8), as well as contributing heavily at
each stage of the session (Melia, p.32, L958-959). This correlates directly to T2’s expectation
that the materials would encourage interest; a perspective shared by the teachers in both
Macdonald et al. (2014) and Nelson’s (2009) studies. In contrast, the majority of Paul’s
utterances throughout the session were prompted by the moderator, indicating either disinterest

or discomfort with the topics. Conversely, his subdued behaviour may have been a consequence
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of being the only male in the group. In spite of female indications of interest, open questions
regarding LGBT issues were not raised until after the second task, after the moderator had

already opened the topic up for discussion, which perhaps reflects unease or uncertainty despite

interest.
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Fig.8: Learners — Number of utterances per theme and sub-theme according to learners.

Interest was most apparent during Task 1.1 and Task 3.2 (See Fig. 9). During Task 1.1
the majority of interjections occurred during the activity itself, showing that the learners were
engaged with the Task both before and after the same-sex couple was noticed. Whilst there was
an initial response of shock and uncertainty, once their answers had been clarified both Melia
and Silva paid no further attention to the inclusion of a same-sex family unit. Riley and Paul,

however, struggled with understanding the relationships depicted within the family tree, with
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Riley asking frequent clarification questions even after the answers had been established.
Although this could have been due to lower linguistic competency, another possible reason for
the difference in responses could be due to increased exposure to same-sex relationships in

real-life (See Theme 2).
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The second instance of higher interest was during Task 3:2, in which Riley introduced
the topic of transgender athletes in professional competitions after realising one of the
celebrities pictured was transgender. Interest noted via increased pace rose during this

discussion and although interjections were not as frequent, all learners listened attentively to
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each other showing that they were engaged. In addition, it was in this section that Paul
communicated the most. In spite of greater interest being shown, Silence/Discomfort and
Potential Risks both increased significantly during this section (See Fig. 9); indicating that
whilst student interest may have benefits, risks when encouraging them to pursue that interest

need to be carefully considered.

THEME 2: Acceptance

Whilst all learners contributed some form of supportive statement, there was a notable
difference between those who had finished their courses and those who had just begun.
Whereas both Melia and Silva were much more confident in expressing their support, Riley
and Paul offered considerably fewer supportive utterances. Whilst assumptions cannot be made
about their personal attitudes, it does seem to support Chyrssochoou’s (2004) suggestions that
migrants might acculturate over a period of time, and, consequently, accept majority values.
Whether this is due to genuine support or as a show of tolerance in the face of conflicting
cultural values is unclear. What is clear is that learners all spoke comfortably about the use of
the NHMs in a UK context, claiming that acceptance within the UK was the norm. Their
comfort and support when discussing the use of the materials in other contexts, however,

dropped considerably.

Whilst the No Response sub-theme had the lowest frequency, the majority of instances
in which students did not raise any questions or issues fell within the tasks they completed as
a linguistic exercise. Whilst conversation in Task 1 suggests this may have been due to
uncertainty, especially regarding the Chinese student responses, in Task 2 learners were aware

that the activity featured LGBT figures but focused on the task rather than raising further
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questions with only one exception in which the celebrity’s sexuality was mentioned. However,
this was quickly overshadowed by a discussion regarding his professional achievements. This
increase in No response suggests that, as LGB characters had previously been introduced, other
LGB figures in subsequent materials did not warrant a reaction. This further supports
Chyrssochoou (ibid) and CH; despite the fact that learner contact with the minority group was
established through images rather than with a person. Having said this, there was a serious
limitation to using images as a form of contact during Task 3.2, as learners’ assumptions
remained unchallenged without a transgender person or someone with sufficient knowledge

regarding transgender rights present.

THEME 3: Silence/Discomfort

Whilst this was the most frequent theme throughout the focus group, the instances of
Silence/Discomfort during the actual use of the NHMs are few when compared to the
discussions that followed. This seems to substantiate Nelson’s findings regarding the high risks
associated with using a Controversies approach in comparison to the lower risks involved in
using Counselling and Discourse Inquiry. Further validation of her findings can be seen in Task
3.2, which presents as a Controversies section with one of the highest frequencies of

Silence/Discomfort utterances.

The conversation in Task 3.2 (Appendix J. ii), which was triggered by the moderator
revealing that one of the figures in Task 3 was a trans woman, focused on the person’s sex,
rather than her gender and in doing so, inadvertently framed trans people as ‘other’; effectively
causing the students who had previously exhibited the most supportive behaviour to become

uncomfortable. During this section, Melia, who was highly aware of the discriminatory
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elements in some of the others’ speech, was responsible for all 8 non-verbal instances of
discomfort; primarily due to the inherent sexism she perceived against both cis and transgender
female athletes. Likewise, Silva, recognising the controversy of the topic, seemed to monitor

her speech much more, accounting for the slower pace.

In contrast, both Riley and Paul contributed more and were seemingly unaware of how
their comments could be perceived. As highlighted above, as a result of over-focusing on the
inclusive element, this section quickly became an example of how excluding the conversation
can become when a character or person is identified only by their sexual or gender identity. If,
then, there is a potential for teachers to use these materials in a similar fashion, as implied by
T1’s concerns, the way in which they may be used to encourage a Controversies approach must

also be considered alongside the benefits.

THEME 4: Potential Risks

Similar to the previous two themes, Task 1.1 and 3.1 have few instances where potential
risks were introduced. The majority of these risks stemmed from the discussions introduced
once the tasks had been completed. The first response that could be potentially harmful,
amusement, is one which was highlighted by both teachers in the questionnaire and T1 when
describing his experiences during summer courses. Interestingly, the majority of these
instances were from Riley, the youngest member of the group during the aforementioned Task
3.2. Whilst her amusement may have been a nervous response to a sensitive and unfamiliar
issue, the potential danger this causes for those who identify as transgender or queer is one that

cannot be ignored, as it trivializes a sensitive issue.
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A similar risk can also be seen when considering Buzz-words. Although there is a
certain amount of cultural interpretation involved in categorising this theme, some phrases and
terms used, either due to a lack of lexical knowledge or otherwise, inadvertently imply the ‘us
versus them’ mentality referred to above (Nelson, 2009, pp.64-65). The most frequent word
within this category was ‘normal’, which as Nelson (1993) states, paradoxically implies the
opposite, further highlighting difference and thus excluding the individual or group being
described. Having said this, during the final stage, in which a Discourse Inquiry approach was
introduced, both Melia and Silva identified the issue with using the word normal in this context;
suggesting that there are also opportunities for linguistic inquiry to be found within these

materials.

A final response learners had during the discussions was to raise points which could be
potentially sensitive, not only for LGBT students and/or teachers, but for everyone. For
example, references were made relating to adultery, recent homophobic attacks involving
religious undertones, as well as learners mistakenly using the original pronouns of a
transgender person. However, as previously stated, these issues were never raised when doing
the tasks themselves, which suggests, as T2 and, to a lesser extent, T1 indicated, that whilst
discussion may be generated by learners, the linguistic aims of the materials allow for teachers

to follow the topics raised or focus on the intended outcomes.
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5. Conclusion

The aim of this study was to investigate the topic of LGBT inclusive materials from
three points. Firstly, it sought to establish the ways in which teachers within an ESOL/ESL/EFL
and/or EAL context currently include LGBT lives in their practice. Secondly, it sought to
outline teacher attitudes towards LGBT visibility in ELT materials within these contexts, and
thirdly it sought to investigate teacher and learner responses towards sample Non-

Heteronormative Materials.

5.1: Key Findings

An analysis of the results found that, compared with findings from Macdonald et al.’s
recent study regarding LGBT inclusion in ESOL (2014), it seems as if more teachers are
considering a need for LGBT lives to be acknowledged within English Language Materials
and, are adapting their practice to include a diverse range of sexual and gender identities.
However, the belief that LGBT themes are irrelevant within the classroom still exists.
Furthermore, despite teacher progress, the introduction of LGBT themes is principally learner
prompted, suggesting that queer themes are either of interest to learners or increasingly relevant

in their day to day lives.

In terms of teacher attitudes, it was found that a large majority of practitioners are in
favour of including LGBT representation, where appropriate for the course aims, in learning

materials regardless of on-going concerns. Despite overall positivity, there continues to be a
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certain degree of polarity regarding LGBT inclusion in education, demonstrating that it is still

a somewhat divisive issue.

Teacher and learner responses towards the NHMs mostly seem to inspire a sense of
optimism when considering the future use of such materials. Both teacher’s seemed entirely at
ease with using the materials with adult learners. In addition, the majority of learners seemed
to accept the inclusion of same-sex couples with little issue, despite some initial uncertainty.
Whilst this is an encouraging thought when considering the integration of LGBT characters
into materials using this approach, it became clear that inserting characters into materials is

only half the challenge in ensuring positive inclusion.

T1’s responses regarding the potential use of the tasks, coupled with potential risks that
emerged during the discussions with learners following the tasks, highlighted the potential
danger for teachers to use NHMs as a springboard for queer themes by drawing attention to the
presence of LGBT characters. This is particularly challenging when including bisexual and
transgender characters, perhaps due to the fact that not as much progress has been made in
terms of positive visibility in wider social contexts. As such, more consideration needs to be

taken when addressing bisexual/transgender representation in materials.

5.2: Limitations

First and foremost, the small scale of this research means that any results are not
representative of all teachers and learners within UK contexts, or any demographic sub-group
they may belong to. This is particularly true when considering learner responses, as some

participants disclosed that they had previously studied gender and LGBT equality within their
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courses. Furthermore, only three nationalities were represented in the focus group and of these,
none represented nations that are frequently cited as being a concern when addressing queer

themes e.g. Saudi, North African.

Another limitation of this study is the use of hypothetical reflections in focus groups
and interviews. Whilst providing some insight into the potential use of these materials, without
piloting them in an established class over a prolonged period of time, valid conclusions cannot
be drawn regarding the authentic responses of teachers and learners towards NHMs. Validity
can also be questioned in terms of the statistical data regarding the Likert rated statements, as
the degrees to which individual respondents agree, as well as the independent variables

influencing their choices, are unknown to the researcher (Denscombe, 2007).

A final limitation relates to the authenticity of teacher and learner responses across all
three data collection methods. As Denscombe (ibid) states, in both interviews and
questionnaires, especially ones that investigate potentially sensitive topics, the credibility of
respondents answers are impossible to validate. As such, all three methods carry the risk of
participants sharing responses that they deem socially appropriate, rather than truthful. Despite
this, some discrepancies across questionnaire answers and spontaneous reactions in the

interviews highlight some areas which could be of further interest.

5.3: Further Study

Due to the limitations of using interviews and a single focus group, a potential
opportunity for future study might be to conduct classroom observations with one or more

classes using the NHMs over an extended period of time in order to see if authentic classroom
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responses towards the materials across a wider range of cultures, and to investigate if prolonged
use has any effect on both learner responses and teacher strategies when using NHMs. Two
other areas of interest that were highlighted within this study related to the use of these kinds
of resources across a variety of age groups, with a particular focus on teacher attitudes towards
using them with younger learners, and the ways in which bi/trans lives can be more sensitively

included within ELT contexts.
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7. Appendices

Appendix A: Teacher Questionnaire

LGBT inclusive practice in English Language Teaching

Page 1: Basic Information

This page is composed of basic information questions.

1. What is your age?

20 or younger
¢ 21-29

¢ 30-39

© 40-49

© 50 or older

2. What gender do you identify as?

© Male

“ Female

“ Non-binary

© Prefer not to say

3. What is your country of birth?

r

United Kingdom
- Other (please specify)

r

4. What is your religion or faith?

Christian (Church of England, Catholic, Protestant and all other Christian denominations)
Buddhist

Hindu

Jewish

Muslim

Sikh

No religion (including Humanist, Atheist or Agnostic)

Prefer not to say

Other (please specify)

B N R IR I A I

Page 2: Teaching Experience

The page relates to your current teaching role and your experience regarding teaching English
to Speaker of Other Languages.
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5. What is your role in your institution?

“ Classroom Teacher
* Management

" Support staff

“ Volunteer

* Other (please specify
6. How long have you been in your current role?

© 0-5years

* 6-10 years

© 11-15 years
© 16-20 years
© 21-25 years
© 26+ years

7. How long have you worked in an ESOL/ EAL/ EFL or ESL context?

0-5 years

* 6-10 years

© 11-15 years
16-20 years
© 21-25 years
© 26+ years

8. What level(s) of English do you teach/ have you previously taught? (Select
all that apply)

| Beginner (Equivalent to CEFR Level Al)

| Elementary (Equivalent to CEFR Level A2)

" Pre-Intermediate (Equivalent to CEFR Level B1)
" Intermediate (Equivalent to CEFR Level B2)

r Upper-Intermediate (Equivalent to CEFR Level C1)
[ Advanced (Equivalent to CEFR Level C2)

Page 3: LGBT Lives and Themes in Teaching Practice

Please read each statement regarding the inclusion of LGBT lives and themes in your
teaching practice and select to what extent you agree with each of them. This will give an
overall view of the extent that teachers are aware of and inclusive of LGBT lives within their
classrooms.

9. To what extent do you agree or disagree with the following statements:
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| feel confident addressing LGBT themes
within the classroom.

I prefer to avoid using materials that may
raise LGBT themes.

I have been offered training in inclusive
practise regarding LGBT students.

I would want training before raising any
LGBT themes with students.

I consider the impact some content may
have on LGBT students. E.g. Family units
Teaching LGBT themes would conflict
with my personal beliefs.

Comments‘

10. If you have received training on inclusive practice regarding LGBT issues,
please describe your experience below.

=]
=]
| | 2l

Page 4: Experience with LGBT themes in classroom practice

This page is designed to evaluate the extent to which teachers currently include LGBT lives
and themes in their classrooms in more details, specifically regarding the types of activities
used and their reasons for use.

11. To what extent have you brought/do you bring LGBT lives and themes into
your lessons?
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Never
I have used/ use topical LGBT materials
(e.g. newspaper articles) to teach tolerance.
I have used/ use LGBT themes (e.g. same-
sex marriage) to teach debating skills.
I have included/ include LGBT themes to
challenge homophobic or transphobic
behaviour.
I have included/ include LGBT persons or
characters into teaching materials.
Learners have raised LGBT themes in
class without prompting which has led to
their use.

Other (please specify)

Rarely = Sometimes Often

12. Have LGBT themes ever arisen in your classes without prior planning? If
yes, please describe what happened and how you approached the topic.

=]
0 o

Page 5: LGBT Inclusive Materials

13. If you have used/ currently use LGBT inclusive materials in your practice,
please specify types of activities you use/ have used in more detail (e.g. family
trees with same-sex couples), and the response they evoked from students.
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14. Where did you find the materials you have used/ use?

© Within the course-book

“ A colleague provided them
~ Online

“ I made my own

© N/ A (Not applicable)

© Other (please specify)

r

Page 6: LGBT visibility in ESOL

This page is designed to evaluate teacher attitudes towards using materials that include LGBT
visibility, e.g. a depiction of a family with a same-sex couple or a narrative featuring an
LGBT identified person, as well as examples of heterosexual lives, in order to demonstrate
the diversity of life in the UK.

15. To what extent do you agree or disagree with the following statements:
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Completely  Partly  Neither Partly Completely
disagree  disagree agree  agree agree
nor
disagree
A diverse range of
relationships and lifestyles
should be represented in
course-books.
LGBT lives and themes
should be addressed in
materials with learners in a
classroom.
LGBT lives and themes
should ONLY be addressed if
raised by the learners
themselves.
Including LGBT
representation in classroom
resources is beneficial for
learners of any age.
Including LGBT
representation in classroom
resources is ONLY beneficial
to adult learners.
LGBT themes are relevant to
learners who are studying to
live/ work/ study in the UK.
Using materials with LGBT
representation will distract
from the main aims of the
lesson.
I would use materials that are
inclusive of LGBT lives and
themes if more were
available.

Comments‘

Page 7: Disclosing your sexuality in class

This page seeks to gather information surrounding the comfort that teachers feel disclosing
their own sexuality in their classrooms; intentionally or otherwise. It will also shed light on
whether sexuality impacts the responses given and attitudes towards using LGBT inclusive
materials in class.

16. Have you ever disclosed your sexuality in class? (Either explicitly or
through mention of a spouse/ partner)
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© Yes

17. Would you feel comfortable disclosing your sexuality in class? (Explicitly
or otherwise)

“ Yes

“ No
¢ Prefer not to say

Comment‘

18. Do you identify as LGBT+?

“ Yes
“ No
© Prefer not to say

Page 8: Opportunity for further participation

This study seeks to further assess teacher strategies and responses regarding the use of
materials that include LGBT representation within an ESOL/ EFL/ EAL context. In order to
do this, the researcher aims to conduct semi-structured interviews with practitioner. In these
interviews, participants will have the opportunity to discuss and share current practice
regarding LGBT inclusion in English Language Teaching. Participants must live within a 30
mile radius of the University of XXXX.

If you are interested and willing to participate further within this study, please provide your
contact information below. This will be kept separate from the responses you have given.
Many thanks.
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19. If you are interested in participating further in this study, please leave your
email address below.

Name ‘
Email Address
Phone Number

Page 9: Consent and Submission

Please read the following statements. If you agree to all the following, press Done to submit
your answers.

Please be aware that once submitted, your responses will be kept in line with the ethical
procedures detailed in the participant information and cannot be withdrawn due to the
anonymous nature of this survey. By submitting, you consent to these answers being used in
the final publication of this study.

Many thanks for taking the time to contribute to this study.

I have read and understood the Information provided (version 2, date 16/06/16). | have
been given a full explanation by the investigators of the nature, purpose, and likely duration
of the study, and of what I will be expected to do.

I have been advised about any disadvantages which may result from my participation.

| agree for my anonymised data to be used for this study / future research that will have
received all relevant legal, professional and ethical approvals.

| give consent to anonymous verbatim quotation from written answers being used in
reports.

I understand that all project data will be held for at least 6 years and all research data
for at least 10 years in accordance with University policy and in accordance with the UK
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Data Protection Act (1998).

I understand that all data collected during the study, may be looked at for monitoring
and auditing purposes by authorised individuals from the University of XXX, from regulatory
authorities, where it is relevant to my taking part in this research. | give permission for these
individuals to have access to my records.

| agree that | may be contacted if | provide the researcher with my contact information.

I understand that 1 am free to withdraw from the study at any time without needing to
justify my decision, without prejudice and without my legal rights and employment being
affected.

I understand that once submitted any information will be retained due to its
anonymity.

I confirm that | have read and understood the above and freely consent to participating
in this study. | have been given adequate time to consider my participation.
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Appendix B: Recruitment messages and posters

I. Facebook/ Email Questionnaire Recruitment Message

Dear Colleagues,

I am an MA TESOL student seeking ESOL/ EFL/ EAL teachers of any level currently
working in UK institutions to participate in an online survey investigating teacher strategies
and responses towards using LGBT (Lesbian, Gay, Bisexual and Transgender) inclusive
materials in classes.

This survey is open to anyone working within a UK institution, regardless of whether you

currently use LGBT inclusive materials or not.
Any contributions would be most welcome.

Below is the Survey link to follow should you be willing to participate:

https://www.surveymonkey.co.uk/r/226XY 3B

Many thanks for your support.

ii. Questionnaire Participants Sample Tweet

@iateflonline PIs RT: TESOL student seeks UK based English Language Teachers to take
survey on LGBTvisibility in ELT https://www.surveymonkey.co.uk/r/226 XY 3B
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iii. Learner Focus Group Recruitment Poster

Research Participants Needed

IS ENGLISH YOUR SECOND LANGUAGE?
ARE YOU A POSTGRADUATE STUDENT?

WANT TO PRACTICE YOUR CONVERSATIONAL SKILLS?

We are seeking to investigate the use of inclusive materials in
multicultural classrooms.

What will you be expected to do?

e Attend a 1.5 hour focus group of 8-10 learners
e Trial adapted materials in groups and give your opinions.
e Discuss your opinions and attitudes towards the tasks.

Free snacks included in the focus group ©
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Appendix C: Table of individual questionnaire participants’ demographic details.

- - .

o a4 - Z o

2 W a < = i &

o @) zZ Z - [ad m

2 < m O < L O

<5} D) - o |

= LLl

1 40-49 Male UK Christian 16-20 years No

2 40-49 Male UK Christian 11-15 years Yes

3 30-39 Female UK Christian 11-15 years No

4 40-49 Female UK '.\'9 6-10 years No
religion

40-49 Male UK e 16-20years  No

religion

6 40-49 Male CANADA Jewish 16-20 years Yes

7 30-39 Male UK N(? 16-20 years No
religion

8 40-49 Female  HUNGARY No 11-15years  No
religion

9 40-49 Female  GRENADA e 21-25years  No
religion

10 50 + Female UK '.\k.J 26+ years No
religion

11 40-49 Male UK Christian 11-15 years No

12 50 + Female UK - 26+ years No

13 50 + Female UK '.\I(.) 21-25 years No
religion

14 50 + Female UK '.\k? 26+ years No
religion

15  30-39 Male UK e 6-10 years No
religion

16 30-39 Male UK No 11-15years  No
religion

17 30-39 Female  HUNGARY e 0-5 years No
religion

18 30-39 Female UAE '.\'9 0-5 years No
religion

19 50 + Female UK Christian 26+ years No
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Appendix D: Sample Non-Heteronormative Materials adapted from various sources.
I. Task 1 (Intermediate) - Adapted from: Family Tree Information Gap (Patrick,

2012)
Family tree Trio: A
Before: Look at the family tree, and read your information.
With B and C fill in all the spaces.
Start: Hi

Let's work together
What information do you have?

’ How do you
I spell (name) ?
| |

|

Mike is Ron's uncle Emma's grandfather is Sam
Jacob has two children. Harry is Ron's older brother.
End: Thank you
Family tree Trio: B
Before: Look at the family tree, and read your information.

With B and C fill in all the spaces.

Start: Hi
Let's work together
What information do you have?

. How do you
I spell {name) ?

==

Rita is Mike's mother. Lisa is Jacob's sister.
Emma is Jacob's niece. Sam is Rita's husband
End: Thank you
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Family tree

Before:

Start:

Trio: C

Look at the family tree, and read your information.

With B and C fill in all the spaces.

Hi
Let's work together
What information do you have?

How do you
spell (name) ?

—

Harry and Emma are cousins.  Mike has no children.

Jane is Ron's mother.

Kiera is Emma’s mother.

End: Thank you
Answer Key:
Family tree
AM |- RITA N
MIKE JACOB ‘ JANE KEIRA +LISA
HARRY | |RON EMMA
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i.  Task 2-Today’s Youth (Upper-intermediate) - Adapted from: Breaking News
English (2012)
Images taken from: Iggy Proof (2016), Charltable Natlon (2016) and ACSE (2016)

Read and discuss a
newspaper artice
Share and respect

opanaons

1. &) In what ways do you think young people have changed over the past 25 years?

B} How do you think they need to change? Look at the list below and rank what most needs to
change in order of importance for you. Discuss your rankings with a partner.

- fashion
- study habits

- ITHA N ers
- babarance

- getting inwohied with the darmemunity

. &) Read the headline for the newspaper

article and then read the following
statementi.

Guess which of the statements will be
tre (T) or false {F).

- | e ot
- drinking

- respestt for thair elders

LADY GAGA LAUNCHES ANTI

Pop diva Lady Gaga launched her Born
This Way Foundation [(BTWF) at Harvard

A ) University on February 2% She told
o ;ﬁ‘uf:ﬁ::;:;_mmdrd“m e reporters the goal of the foundation is to
bl Lady Gaga has started an initiative to empower YDUth" i“EPiﬂ! hIEH'EF'y'.. increase

ey aind stop bullying. tolerance of others and stamp out
€} Ly Gaga says she wants b e lves bullying. The singer told her audience that
fame ta change the workd. she hoped to use her fame to change the
d} The pop diva said her visit to Hareard world for the better. She szid: "If ou have
wias the wary bast of her life. revolutionary potential, you must make
&) Harvard was the first of many events the world a better place and use it....This is
Far Lady Gaga’s faund ation, about transformative change in culture.”
fl Youth can get to Lady Gaga's concerts Gaga explained how important the
an & special bus. foundation was to her, saving: "The culture
gl Gaga's new foundation is named after of love is not going to change overnight but
ane of her big hits. youth are the answer to creating a braver,
hl Gaga has not yet given any mansy o kinder world...This might be one of the best
frer foundation. days of my life.”
B} Read through the article and check your b

AN ETE.

3. Match the following words with the Synonyms in bold

from the article.

a. passibilties  d. plans g. put an end to
b A epta e &, started h. stimulate
- chosen f-gowith 1 donated 3ORN THIS WAY FOUNDATION

EMPOSWERIMNG YOLITH - INSPIRING BRAVERY
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4. Match the following phrases to make a whole sentence. (Remember more than one choice is

possible. )

1.
2.
3.
4.
5.

The goal of the foundation is...
Taday™s youth can make the world...
Ehie hapes the faundation will...
The foundation i< net going ta...

Lady Gaga's hit song Barn This Way...

=BULLYING FOUNDATION

Lady Gagz arrived a2t Harvard with her
miother, and her friend Oprah Winfrey.
She signed autographs for students and
posaed for photos. The Harvard event
was the first of a series of initiatives
for the foundation. The Born Brave Bus
was at the university and will travel
around America to encourage kids to
get more involved in their communities.
The bus will also accompany Lady
Gaga's next concert tour in the U.S.
Gaga hopes her foundation will zlso
reach out to and help gay and lesbkian
youth. It is named after her global hit
song "Born This Way™ and has been
adopted as an unofficial anthem for
lesbians and gays. Lady Gaga has
contributed $1.2 million of her own
money to the BTWF.

¢} What @n you do to help today's youths

-76 -

a) Did you like reading thisarticke ¥ Whyf why not?

f} How do the youth im your country need to change ¥

=

—change the world overnight.
.o Empower youth
has been adopted by gay youths.
Etamp aut bullying.
—encourage kids to get imvalved.
- i bEtter place.
SPEAKING PRACTIC
. Chooose @ partne r and de cide wiho will be
artneer & zind B

f
b
£ ..
d
&

pe

Discussthe following guestions.

PAR

T

b} ‘What @n the foundation do to get kids more invcheed in their comm unities?
c} ‘What do you think of the na me BornThis'Way Foundation?

d} Do youthink that Lady Gaga is = good role mode| to yout b

ER A: Duestions

What did you think when you read the

s

e ®

Wihat oo ywou Thind wihesn yow REar the

word bullying®

What do you think of Lady Gaga's

-

m B
s Way

Fouwnda tion®
Do youthink it s possbds tooreate &
“culfture of lowe™?

Do youthink “youth are the answer to

kinede r wyorkd™®




Task 3 Celebrity Information Cards (Pre-intermediate) — Adapted from: Busyteacher.org,
2016.

Freddie Mercury Beyoncé Knowles

4

Occupation: Singer, songwriter
Birthdate: September 5 1945
Birthplace: Stone Town, Tanzania
Partner(s): Mary Austin

Jim Hutton
Children: None

Occupation: Singer, Songwriter, actress and
record producer

Birthdate: September 4 1981

Birthplace: Houston, Texas, USA

Spouse: Jay-Z

Children: (1) Blue lvy

Michael Jackson Kurt Cobain

. . ) Sl 2 3 o
Occupation: Singer, record producer, actor and Occupation: Singer/ Musician in the band
djcmcer Nirvana
B!rthdate: August 29, 1958 Birthdate: February 20, 1967
Birthplace: Gary, Indiana, USA Birthplace: Aberdeen, Washington, USA
Spouse(s): Lisa Marie Presley (divorced) Spouse: Courtney Love

Debbie Rowe (divorced) Children: (1) Francis Bean Cobain
Children: (3) Prince, Paris and Blanket

Usain Bolt Ellen Degeneres

Occupation: Athlete (Sprinter) Occupation: Comedian, TV host, actress,
Birthdate: August 21 1986 writer and producer.
Birthplace: Sherwood Content, Jamaica Birthdate: January 26 1958
Spouse: None (Single) Birthplace: Metairie, Louisiana, USA
Children: None Spouse: Portia de Rossi

Children: None
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Patrick Stewart

Occupation: Actor

Birthdate: July 13 1940

Birthplace: Mirfield, England (Yorkshire)

Spouse(s): Sheila Falconer (Divorced)
Wendy Neuss (Divorced)
Sunny Ozell

Children: (2) Daniel and Sophia

Elton John

Occupation: Singer, Songwriter, composer
Birthdate: March 4 1947

Birthplace: Pinner, England (Middlesex)
Spouse(s): Renate Blauel (Divorced)

Civil Partner: David Furnish

Children: (2) Zachary and Elijah

Sir lan McKellen

Occupation: Actor, director, activist
Birthdate: May 25, 1939

Birthplace: Burnley, England (Lancashire)
Spouse(s): None (Single)

Children: None

Frida Pinto

A 1.

Occupation: Actress
Birthdate: October 18, 1984
Birthplace: Mumbai, India
Spouse: None (Single)
Children: None

Fallon Fox
-

Occupation: Athlete (Mixed Martial Arts)
Birthdate: November 29 1975
Birthplace: Toledo, Ohio, USA

Spouse: None (Divorced)

Children: (1) Name Unknown

Kate Middleton

Occupation: Duchess of Cambridge
Birthdate: January 9 1982

Birthplace: Reading, England

Spouse: Prince William, Duke of Cambridge
Children: (2) Prince George, Princess
Charlotte
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iv. Task 4 (Advanced) — Adapted from: Splendid Speaking (ieltsspeaking.co.uk, 2016)
Images taken from various sources (Primary Sources: References)

1. Who are the most important people in your life? What relationship do you
have with them? Discuss with a partner.

2. Read the following phrases.
Do they relate to romantic relationships, friendships) family or bath?

Write the phrases in the correct columns.

Romantic Both Friendships
Relationships




3. A) Listen to Omar, Simon and Ashlee talking about an important
relationship they have. Who are they talking about? Do they use any of the
phrases you discussed in the last activity?

B} Listem to the three people again and fill out the table below with the
following information:

Who are they speaking about?
When did they mest?

Where did they meet?

What do they like about this person?

1. Omar 2. Simon 3. Ashlee
Whao?

When?

Where?

What do
they like?

4. With a partner, describe a person/ people in your life that you are very
close to. Remember to tell them:

# Who they are.

*+ When and where you met.
# What do vou like about them?
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Task 4, Question 3 Script

Omar: I’d like to tell you about my wife, Farah. We met each other when we were very young.
We got on well with each other when we were children... our families were neighbours and she
lived next door. But when we went away to study we drifted apart because we went to different
schools... we lost touch because we were so far away. It wasn’t until | saw her again at the
anniversary party of a family friend that I fell head over heels in love with her. The best thing
about our relationship is that we have a lot in common... although we don’t always see eye to

eye, we support each other without question... She is the most wonderful woman I’ve ever met.

Simon: I’m going to talk to you about my boyfriend, Jose. We got to know each other at
University almost 4 years ago ... Initially we were just good friends, we met through my
girlfriend at the time, Sara... When Jose went back to Spain for the holidays we would keep in
touch with each other ... then one year, after me and Sara broke up, he invited me to come to
Spain with him ... and that’s when we fell for each other I think ... so you couldn’t really say it
was love at first sight as it had been over a year since we’d met ... what do I like about Jose ...
well he’s very kind ... very funny ... and very considerate ... he hasn’t popped the question yet
though ... I think we’re both ready to settle down and have children ... we’ll just have to wait

and see.

Ashlee: | want to talk about by best friend, Carrie... Carrie and | go back years and years...
she’s my closest friend. We met when we were at school.... It must be around 20 years ago
now... | knew that she would be one of my best friends because we got on like a house on fire
almost as soon as we met... We both love the same things and rarely ever argue, so we always
have a great time together... What’s my favourite thing about Carrie? ... Well... | love that she’s
not afraid to speak her mind... and that she is always positive... about everything! I’m the
complete opposite... Sometimes | think that’s why we get on so well... because we balance each

other out.
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V. Task 5 (Elementary) — Adapted from: ESOL Reading Worksheet — Hobbies
(esolcourses.com, 2016). Images taken from Clipart.

Hobbies and interests

1. Look at the different activities in the pictures below. How many can you

Sahra and her friends plan to do
something together at the weekend.
They have talked about things they
enjoy doing, but can't decide what
they want to do.

Sahra likes going bowling, but she - ]
hates football. All her friends like going to the cinema but her friends, Julita and
Jessica, don't like tzble tennis very much.

Sahra's friend Tomas likes watching foothall the best, but he likes playing darts
and bowling, too. His boyfriend Jorge would prefer to play table tennis, but is
happy to do something ekse instead.

3. Read the sentences below, and tick the correct box.
true false | Does ok say

Julita likes table tennis.

Both Sahra and Tomas like
bowling.

Everyone likes tootball.

Jorge likes bowling.

Hoboay likes playing darts.
Everyone [ikes watching films.
Tomas likes table tennis the best.

paf =

| B B RS R
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Appendix E: Sample participant Information Sheet: Teacher Interview

Participant Information Sheet [version 3, 14/07/16]
An investigation into the use of LGBT inclusive materials in English Language Teaching.
Teacher Interview

Research Question: What strategies do teachers in an ESOL/ EFL/ EAL context with
multinational learners in the UK use when working with LGBT inclusive material and
what responses do these materials evoke?

Introduction

We would like to invite you to take part in a research project. Before you decide, you need to
understand why the research is being done and what it will involve for you. Please take the
time to read the following information carefully and ask questions about anything you do not
understand. Talk to others about the study if you wish.

What is the purpose of the study?

The purpose of this study is to investigate teacher strategies and responses when using
Lesbian, Gay, Bisexual and Transgender (LGBT) inclusive materials within

ESOL/ EFL/ EAL contexts in UK institutions and the approaches they take towards the
potential themes and issues that arise from the use of such materials in a multinational context.

Why have | been invited to take part in the study?

You have been invited to take part in this study because of your interest in the study and your
current role as an English Language Teacher in a UK institution.

To be eligible to take part in the study, you must meet the following criteria:

Have a current ESOL/ EFL/ EAL class of any level

Work in a UK institution

Be prepared to respond to questions regarding your current practice
Be comfortable discussing potentially divisive issues

Be comfortable with your voice being recorded

Several participants of varying experience, nationality and faiths will take part in this study.
Do | have to take part?

No, you do not have to participate. There will be no adverse consequences in terms of your
legal rights and your employment status, if you decide not to participate or withdraw at a later
stage. You can withdraw your participation at any time during the observation stages. You can
request for your data to be withdrawn until the 8" August 2016 without giving a reason and
without prejudice.

If you withdraw from the study this will mean the following for your participation and data:
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Identifiable data already collected will be retained if you allow us to. No further data would be
collected or any other research procedures would be carried out on or in relation to you.

What will my involvement require?

If you agree to take part, we will then ask you to sign a consent form. If you do decide to take
part you will be given this information sheet to keep and a copy of your signed consent form.
The research will last until September 2016, but your involvement would only be a maximum
of 1.5 hours at a time convenient to you.

What will | have to do?

You will be interviewed by the chief researcher at a location and time convenient to your
working schedule. During the interview you will be asked to share your opinions and attitudes
towards the use and relevance of LGBT inclusive materials in ELT within the context of UK
based institutions. For this you may draw on your experiences with previous or current classes.
Further to this, you will be asked to review a selection of materials and reflect on whether you
feel they would be suitable for learners based on your experience as an English Language
Teacher. Finally, you will be asked to respond to a series of hypothetical situations that may
arise as a result of using the aforementioned materials.

Finally, if you allow, you may be contacted to clarify your responses within the interview.

What will happen to data that | provide? Any data collected in which you are identifiable will
be treated with the utmost care. Personal data will not be shared outside of the research team.
Pseudonyms will be used to guarantee the anonymity of each participant within reports.

You may request to withdraw personalised data from the study at any point until the 8" August
2016. If you choose to withdraw any comments made by you or relating to you will be removed
from transcripts and will not be accounted for in any part of the final publication. Any
anonymised data collected will be retained due to the inability to trace it back to you.

If you wish to withdraw your data before the 8" August 2016, contact the main researcher at
XXX.ac.uk stating your request to withdraw and explicitly state whether you wish for previously
collected information regarding your person to be withdrawn. Please ensure that your name
is included in the email.

Research data are stored securely for at least 10 years following their last access and project
data related to the administration of the project, e.g. your consent form, for at least 6 years in
line with the University of XXX policies.

Personal data will be handled in accordance with the UK Data Protection Act (1998).

What are the possible disadvantages or risks of taking part?

This study contains potentially controversial and personal content.

What are the possible benefits of taking part?

The interview may allow you to reflect on your own teaching practice and any resources
reviewed during the interview will be shared for your own use, if you wish. If you wish to retain
copies of the sample materials for future use, they can be sent via email. This reflection on
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inclusive teaching strategies could be an opportunity for your Continuing Professional
Development.

What happens when the research study stops?

When the study stops you will not be contacted for any further information. Any data collected
will be securely stored by the researcher for the appropriate amount of time. (See above) If
you wish to view the final publication, you may request an electronic copy from the researcher,
who can deliver the final report once it has been published.

What if there is a problem?

Any complaint or concern about any aspect of the way you have been dealt with during the
course of the study will be addressed; please contact XXX, Principal Investigator on
R o XXX@XXX.ac.uk in the first instance or my supervisor, XXXX on

or XXX@xXXX.ac.uk . You may also contact the Head of English and Languages at the
University of XXX.

If you are harmed by taking part in this research project, there are no special compensation
arrangements. If you are harmed due to someone's negligence, then you may have grounds
for legal action. Regardless of this, if you wish to complain, or have any concerns about any
aspect of the way you have been treated during the course of this study then you should
follow the instructions given above.

Will my taking part in the study be kept confidential?

Yes. Your details will be held in complete confidence and we will follow ethical and legal
practice in relation to all study procedures. Personal data e.g. nhame, contact details, audio
recordings will be handled in accordance with the UK Data Protection Act 1998 so that
unauthorised individuals will not have access to them.

Your personal data will be accessed, processed and securely destroyed by the student and
supervisors. In order to check that this research is carried out in line with the law and good
research practice, monitoring and auditing can be carried out by independent authorised
individuals. Data collected during the study, may be looked at by authorised individuals from
the University of XXX where it is relevant to your taking part in this research. All will have a
duty of confidentiality to you as a participant and we will do our best to meet this duty. We will
anonymise any documents or records that are sent from the University of XXX, so that you
cannot be identified from them.

The data you provide will be anonymised and your personal data will be stored securely and
separately from those anonymised data. You will not be identified in any reports or publications
resulting from this research and those reading them will not know who has contributed to it.
With your permission we would like to use anonymous verbatim quotation in reports.
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Full contact details of researcher {and supervisor}

Researcher: Supervisor:
Email: Email:

Who is organising and funding the research?

This research is organized by the University of XXX and funded by the researcher.

Who has reviewed the project?
This research has been looked at by an independent group of people, called an Ethics
Committee, to protect your interests. This study has been reviewed by and received a

favorable ethical opinion from University of XXX Faculty of Arts and Social Sciences Ethics
Committee.

Thank you for taking the time to read this Information Sheet.
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Appendix F: Sample Consent Form: Learner Focus Group

i: Pre-participation Consent Form

Pre-participation Consent Form [version 2, date 16/06/16] Learner Focus Group

Aninvestigation into learner responses to the use of inclusive materials in English Language
Teaching

Please read the following statements and sign below if you consent to all points.

e | have read and understood the Information Sheet provided (version 2, date 16/06/16). | have
been given a full explanation by the investigators of the nature, purpose, and likely duration of
the study, and of what | will be expected to do.

e | have been advised about any disadvantages which may result from my participation.

e | have been given the opportunity to ask questions on all aspects of the study and have
understood the advice and information given as a result.

e | agree to comply with the requirements of the study as outlined to me to the best of my
abilities.

e | agree for my anonymised data to be used for this study / future research that will have
received all relevant legal, professional and ethical approvals.

e | give consent to my participation in the focus groups to be audio recorded.

e | understand that | am free to withdraw from the study at any time without needing to justify
my decision, without prejudice and without my legal rights and studies being affected.

e | confirm that | have read and understood the above and freely consent to participating in this
study. | have been given adequate time to consider my participation.

Name of participant (BLOCK CAPITALS)  ..eeiiiiieeeceee e e
SIBNEd e
Date
Name of researcher taking consent (BLOCK CAPITALS) .....coovvevurrririeerereeieeeeeeeeeeeeneecnnnnns

Signed e ———————
Date e ———
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ii. Post-participation Consent Form

Post-participation Consent Form [version 2, date 16/06/16] Learner Focus Group

An investigation into learner responses to the use of inclusive materials in English Language
Teaching

Please read the following statements and initial each box.

e | give consent to anonymous verbatim quotation from audio recordings being used in reports.

e | understand that all project data will be held for at least 6 years and all research data for at
least 10 years in accordance with University policy and that my personal data is held and
processed in the strictest confidence, and in accordance with the UK Data Protection Act
(1998).

e | understand that all data collected during the study, may be looked at for monitoring and
auditing purposes by authorised individuals from the University of XXX, from regulatory
authorities, where it is relevant to my taking part in this research. | give permission for these
individuals to have access to my records.

e | agree that | may be contacted after the focus groups to clarify any comments.

e | understand that | can request for my data to be withdrawn until the 8" August 2016 and that
following my request personal data will be destroyed.

e If | withdraw | allow the researchers to use my personal data, in addition to anonymous data,
already collected as outlined in the participant information sheet and this consent form

e | confirm that | have read and understood the above and freely consent to participating in this
study. | have been given adequate time to consider my participation.

Name of participant (BLOCK CAPITALS)  .ooviiiiiiiiiieiectireeeeeeeeeeee e

SIgNEd e —————

Date e e nees
Name of researcher taking consent i,
(BLOCK CAPITALS)

Signed e ————

Date
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Appendix G: Simplified Jeffersonian Transcript Symbols (Jefferson, 2004; cited in
Rapley, 2007, pp.59-60)

I don’t know
((coughs))

Symbol Example Explanation

(0.6) That (0.5) is odd? Length of silence

@) Right (.) okay. Micro-pause (less than two tenths of a second)
I::::1 don’t know Sound-stretching of the immediately prior

sound. The number of rows indicates the length
of the prolonged sound.
I know that Speaker’s emphasis or stress.

( T: (Well at’s Overlapping speech
R: (I mean really

= You know= 1 fine No hearable gap between the words.

WORD About a Rise in volume compared to the surrounding
MILLION talk.

° Quieter than the surrounding talk.
°Uh huh®

> < Faster pace than the surrounding talk.
>| don’t think<

<> Slower pace than the surrounding talk.
<l don’t think>

2 Rising intonation
Oh really?

Falling intonation.
Yeah.

Hhh In breath (prefixed by a dot)/ Outbreath (no
I know how .hhh dot). Number of h’s indicates length of breath.
you

0) Inability to hear what was said.

What a () thing

(word) Best possible hearing of word.
What are you
(doing)

) Author’s descriptions.
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Appendix H: Teacher 1 Interview Transcript Extracts: Tasks 1 and 4

I
LINE

454
455

456

497
458
459
S00
501
S02
503
S04
505
506
Sa7
508
S09
510
511
512
513
314
515
516

517
518
519
520
5321
522
523
524
545
326
527
528
529
530
531
5332
533
334
535
236
537

Task 1 (pp.12-13)
TRANSCRIPT

T1: hhhh The first that immediately strikes me about
this. ..

MOD: um:m hm:m

T1: And I don't kmow if this iz something that all () az a
teacher I lock at this and I think .. T don't know if students
would pick up on the fact that Keira and Liza were a same-
zex couple... Because my experience is that .. you know...
um.... names are one of the things that that people are. .
very, very... bad at um_.. kind of .. recognizing... um and I
don't know if people would- would- would avtomatically
make that connection. °1 mean Kiera Knightly I suppose®.
{ ) They're quite.... they're relatively well-lmown names but
I don’t know if that would be... I don't know if people
would pick up on that. And I don’t know if students
would... just.. do the who:ole thing, quite avtomatically,
quite mechanically. Withouot... considering, without
noticing. And the question then is 'do vou want them to
notice™ or do you just want them to do the activity. I think
this would be.... this would be an interesting way.... this-
this would. .. this [ think would be an interesting way, [
thinl:, to kind of gage the reaction of students. Um_.. to see
if .. to zee if anyone asks a question about the names and to
zee if anyone cares.

Jhibhh um... becanze I think this iz a mu... Imean. I don’t
know what's- what's coming next um_... But I think __ (3.8)
((Tapping)) | was gonna say as a teacher... [ feel much
more comnfortable. . "maybe not as a teacher®. . I feel much
more comfortable with the idea... of um... LGET characters
or LGBT, you know, issues being raised in materials in a

purelj, matter of fact way. In a way that doesn’t preach or
in a way that doesn’t dizcuss, or h.tghhght But it's just like

'Oh! Oh yeah' You know, because it's... you know, again
it’s just like this general c:ulture of yvou know it's nothing
worth mentioning. It's nothing worthy of discussion, it's
just “They're a couple, they're married’. Whereas I think
om..... personally [ think that this 1z one of the_.. this 15 one
of ﬂ:Le kind of biggest points of progress that perhaps has
been made in this country is that it's not necessarly
considered to be a conversation topic in the way that it was.
That pecple are not necessarily defined quite to the s:sam..
=] mean obviously they still are<. . but vou don’t have that
zame kind of like . um.._ you know... flamboyant popstar
or you know something like. . those kind of like key
words.
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LINE TRANSCRIPT

538

539
540
541
542

543

544
545
546
47
548

MOD: Hminm

T1: And that just introducing a family uh . It's like "yep,
there's Keira and Liza. Keira and Liza are married.” Are
Eeira and Lisa married? Or we don’t know? We just know
that they're a couple.

MOD: Yeah.

T1: =50 (0.4) yvou know. Keira and Lisa are a couple and
they've got a chi:ild and we're not attempting to kind of
editorialise it m any way. hhhh But then the next question
1z will students notice? But do we want them to notice?
{Always more and more questions. ({Laughs))

Task 4 (pp. 23-24)

LINE TRANSCRIPT

452
853
4954
455
956

957
958
959
960
261
962
963
964
965
966
o967
968
969

970
a7l
972
973
974

T1: Uh... I wouldn't use these materials here because it
wouldn't be connected with the academic English. This was
the discussion we were having upstairs actually... was how
you would ({faps)) how in academic English uh.._. these
kind of materials could be you know could be used. Um. ..

Hm.... My first instinct is no problem. My first instinet is
um..... it will be interesting, because it will challenge
assumptions. Um. . it will make students kind of you know
they're gonna be... they're gonna make a... they're gonna
make an azsumption that it's automatically that he - that-
that-that he's gonna be talking about a wife or a girlfriend
or something like that, which means it then becomes a
language task, as well, you know as much as anything else.
It's like actually listening for detail, it's about actually do
you pay enough attention... do you... do you - to recognize
that you can't always get you know assume the answer i3
what you think it is... that the answer 15 the .. standard

arswer.

Um... I alzo like this kind of um... shall we say, twist, as i
were about the fact that you know that he split up with has
girlfriend and it's a way of kind of, I suppose, normalizing
the fluidity of sexuality... It-it suggests that this kind of
um...... (3.4) response that-that certain pecple have as they
23

o
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LINE TRANSCRIPT

4975
976
a7y
4978
979
980

SE1
982
983
S84
985
986
987
988
989

5481
o492
a3

945
996
997
4498

1000
1001
1002

'oh -“that's not me.._ you know [ couldn't do that™. It's that
actually well, we can surprise ourselves and that well we
may dizcover things sbout ourselves at different points in
our lives. Um_.. 30 I quite I-I-I- T quite like that from a, I
suppose a human perspective. As a teacher there's nothing
here that would worry me.

Uh.... {2.3) I think, again we've got a focus on the language
here, we've got a focus elsewhere and so it gets me over
my, you know, my. .. you know, first hurdle of "Are we
preaching or are we kind of imposing something? We just
talking about lang. .. about the language of relationships and
if student's wish to highlight it or kind of comment on it
then it's up to them. Um.... () “if ['ve got much more®.
Um... I'would expect in (Question) Number 4 that we
wouldn't get people discussing, vou kmow their own
relation... but then that depends of the class maybe. Um .. it
depends on the relationships within clazs and again the -
the culture that vou're in. Um.... I think I would do this,
would have done this in Poland. Um... but [ know a lot of
teachers who wouldn't um.... But I-1 don’t see that there's
anything here that we shouldn't vh.... I was gonna say
challenge. But I don't think there's anything here that would
be incompatible with the kind of atmosphere within a
Polish clazsroom. And again it would be a way of actually
finding out well... vou know, are students gonna react or
are we being just a bit... pathetic .. A bit wealc .. in kind

of assuming 'Oh. my students couldn't handle it' So I-I
don't.... yeah . I think that's...
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Appendix I: Teacher 2 Interview Transcript Extracts: Tasks 1 and 4.

Task 1 (pp. 7-8)

LINE TRANSCRIPT

253
254

255
256
257
258
259
260
261
262
263
264

265
266
267
268
269
270
271
272
273
274
275
276
277

T2: Okeay... Boit’s kind of .. That’s fine, so u:ium.
Jihhih,

((reading to himself]) Okay, vep. So it’s ldind of
information gap. Uium, and then that would be the
anzgwer. Okay. So you've got... Uzum. .. Okay, Sam and
Rita, U:mwh ((blowing air through teeth)), “Jacob, Jane,
Lisa®... Emuma::a, s0 “Harry and Ron®. .. Okay. Yep. 5o
just in terms of use_ .. within a class, vm. .. T mean this
would be level wiise, I would be using this maybe, if [ was
thinking about level I might be using it with a pre-
intermediate level or intermedi-= or intermediate would
work as well, actually. Intermediate would be fine.

U:znum, Yeah yeah Iimeszn it would be an interesting
activity to use. .. Uum, Imean it's- it’s one whe:-ere they
can think specifically about family relationships, u:um
and uze language around that. And question forms, so
they're practicing lots of things. 1:uh but then actually the
end product 13 where they then () can think about the
structure and who iz who. So you're kind of . leading
towards the tree where they can then actually lock at the
family relationships, but tha-that™s something which iz the
end product of the whele activity. So the focus i3 on
interaction, question forms, vocabulary on family; then
then end up with the uiuh. .. they end up with the family
tree, and then. . that might provele the discussion. So
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LINE
278
2749

280
281
282

283
284
285
2886
287
2848
289
2490
291
2492
2493
2494
2495
24986
2497
2498
24949
3040

301
302

303
304
305
306
307
3048
3049
310
311
12
313
ERE!

TRANSCRIPT

that's .. I think thats gquite a nice. .. uh. .. I think that’s
guite & mice way of wn. .. covering different hases actuslly,
KODx “Yeah®, and when vou mentionad “provoking
discuzsion”, what kind of dizcussion do vou think it would
provake?

T2: khihh . Sa, provoking dizcussion about. .. 20 ifyvoa
endad up there with the famity wea, you can finish the
lex. .. you can finish it thers i vou wanted to. Bat actuslly,
if vou wamtad to look at fzmiby relationships, wum them
yvou can sctally then =k them yon can hava fallow up
guestions where they disoass “Obkay, so womwm, what. .. how
wonld vou classify the ralatiosshipsT" 5o i terms of “how
would you describe the different relationships7" Thum,
‘o iz that zirmilar to yooar —your connmyT Thiom. . The ..
and get them to compare and contrast. 5o it's leads mto 2
nice compare’comtrast or just to a:-ah, to then discnss
ahout the relationskh=1 mean it's an interasting ane
aciually, it's an interesting one o termes of .. Obwviously
they 1] pick ap . voo kw20 von can work an-ab-
on different vocabolary and things, Whether, . 5o you™ve
Fat, you've obviously got Sam Fits and Jane bt then the
guesiion would be then nfroducing Ei. .. =0 what you're
thinking about is EeiraLiza . Yep. Soio...

ROD: Mimermn. .. To be £ I think wm. .. Soimy ao, you
carry on, “I'ma =till formlating®_ .

T2: U .. vep. 50 Thw . I think weah j-just do. . I mean it
depends, mavhs it wouldn't zenerate a dizcuszion probably,
Irnean I guess it would depend on the students and it
would depend oa... you know, it would depend on who |
yvou were teachine T think it could form 2 nics bazis to
think abowt “Okay, what do vo:oow, vou kmow, just dizooss
the — “dizcuzs the relationships and how does that relzte to
your own experience’, try and persanalize it they nead to
limk it with thedr experisnce. And then . Ak me any
guestions’ =0... you cpnld st have it 23 an open questions.
You ko, ask rne sy guastions Yoo want, 2o noum .. And
yveah ..
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LINE

605
G0
607
504
604
510
511
G512
513
G514
515
616
517
514
5149
G20
621
G22
623
G24
625
G2k
527
G248
5249

530
G631
G632
G335
G534
G35
63k
637
534
539
540
G41
542
543
G44
645
G4k
547
544
5449

Task 4 (pp.16-18)

TRANSCRIPT

T2: ((cougfs)) Yesh. . Sowm... Yep. <0 mesn that's
woouab A good. .. 51 ke — I lika the focus of the
vocabulary< T ub. And idiems, idiconatic phrases. And
then, linking them to the different tpes of relationship, .
Amnd then yvou've got the listening wm .. S0 *Do they use
any of the phrazas?”, “Listen azain’, mare detailad
listeming, Yep. Um.... Yaah I -1 mean it's zmo- [-] mean
it"s Iike you say the kay word is kind of ‘narratives’, 2o if"s
kind of what vou're looking at i= not just the voczbulary
and. .. and-and the sort of vou knew certzin culharsl
alements, vou're alzo looking at personal narratives 2o it's
sotmething I think, 3 bit mare extended in that way. S0l
think that's. .. I roeean that’s leading to thermn [the leamear s)
dezibing their owm narative 22 well Thomm, 3o yeah,
That'z... that's & mice way of presanting the voczbolary in
contest, and azain, would lead — would lead to discussion.
Yaah I wounld lead to discussion afteravards. Th:owm. (2.6)
And I think that something that would then — I mean what-
what I think happens with these materizls iz you can use the
materizls and then s=e what i= generated. “Canse often voun
can nse materials and then when | if they're relevant to the
shadents then that would generate discuszion and then yon
can kind of go with —you can kind of go with that
discuszion then, rather than kind of forcing it and sort of
zzying “What do you think of thiz or tus?"

It's kind of () T cou - I conld =e= it could generate some
nice dizcussion. I think it would work micaly, certainly in
an imtermational contest, would vork: nicely within a ..
whare you've got a reasonably kind of rmalticatural
clazzromm — 20 where vou've got 2 good mix of
nationalities 2= well That would apply to all of these realky,
ot I think it works nicely within 2 - hhbh within 2 kind of
mizad nationality sstting. Thn, but that's not to say that I
couldn’t voork: within a_ .. vouw koo, within 2 sefting whers
vouhad a... wm. .. less culhors] variation. Tt could still
woek... Unowm and sl provoke discoossion, bat if-1t7s

wm .. veah [ think it's —the interesting thing would be to
observe what it generates really, Thiomm, ar o encorage
that, so vou kmow, vou put them into sroups once they
finishad a1l of thiz and vou could, wm, once they've done
this part, i-i-if it hazn't generated muoch disoussion, af that
podnt vou could have 2 part a2t the end of the leszon whare
they could acheally discuss. .. what they've sdied and
what they've leamt and what they found iteresting. And
then that can zlso gensrate discussion, (Yeah
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TRANSCRIPT

MO (Mmrvmeim .. And vou were saying that i would
work particularty well m an irternational contegt. .

T (Mvimmmm

MOTx: {Camn I just gt vou to expand on that, wiy
specifically in an imtermational context?

T bhbh, well I mean, it would, that's parely, mairhy
becamse thet’s my. .. my experience but [ mean equally this
would work with. .. with um, vou kmow if vou were
teaching um. .. bhkhh vou know in a non-mbemational
combegt It woald work w:wm, 23 well But, um cerainhy
with an iterrational comtet. . wm . twemald ) you
woild lead mare bt the:e mfercoltural awarensss issue.
30 you can brng that m a bit more, um m tanms of what
people’s experiences are, what their onwn cubharal
expertance is, um, bow does that, vou know, how does that
link with —with what they 're leamimg Tl .. and it it
may provoke some debvte as well. So it could eastly
provoke debate between hhhhi, 1um different people,
different netionalities. 11 wm, whach uoom i--1s good
You koow, fTom 2 lansuage point of view that's — that's
great becanse they're mesting and getting mierested in the,
voua kmow, becomins iterested in the topic. So then they -
they almost will forget about the lanzuaze sometimes, if
they'ra — if they're mnta a subject enouzh, wa, voa know,
the lanzuazs you know, the subject soet of takes over
shghtly, T0:2onmm. . So... yeah Yeah

MOTx: Do you think that um, teackers would feel
comfortable factlitating that kind of debate between
different cultares?

T ahbhh It's difficult to say really, I think it bedls dows
to-to experience. Soco, you've got to be comfortable with
them, being mm. .. [ soppoze vou've ot to be comfortable
with the fact that you can’t necessarily pradict within a
class. | i---1-0t's 2ort of how well vouo know the class as
well. 5o ifvou koow the class gaite well: -1 you know,
:-uma, voa kmow, you know 2 bit about the students within
the cla:=s. You can kave a better idea maybe of how they
might react to, kind of, irgut in the leszon. So [ think, when
vou know the class well. . If voa don't koow the clazs well
vou misht wat a bit, pozsibly. Sort of, 2ome teachers migit
waf a bit before rymg to introduce thi: becanze they nuisht
be Like "Well, bow are they ponpa react™ And 'Is it gonea
provoke. . arguments or somethins.” YVou know, "How am
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G693
G494
G495
G696
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204
0l
02
03
704
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706
207
104
204
110
711
E I
713
714
715
716
717

718

I than gorma deal with that.’ So, wama I-T think it"s kind
of, wn, depands on bow well the tutor will knoar the clazs,
and thee mix within the class, So, as [ say [ think () it will
b2 mteresting, very intaresting, to do this within 2 mixed
nationality clazs where vou can then focus on the
intercutiural () zide, with evarvhody bringing n their
diffarent experiences.

<Uhm. .. within a smlti-ling — within 8 mono — within 2
mono-cubtaral class, the izswe is simply then, they're 211
bringing the sares cultural knewledzs wn, a2cand bh ina
way that's then, . mayhe limitng the dizowssion a bit. In
that senge in that they're hot sharing o differant
culhural .. viswpeiats to the same extent> 3000, Toon
Teo-at- Bt veah Weah Going back to your first question I
think that some teachers woald poszibly be maybe narvons
about i- and that misht simply be becanze they . they-
they-they are not sure whether — how they e class will ..
react But I think that be — that-that depends on lbow well
you ko the class. You koo, if vou'd been teachinz a
clasz for long enough, T ovould ve thouglt that vou woold
feel- feel wm .. ghle then to stan infroducing thing: whare
wou' 1L, you kaoer hoeey, “vow kasow®, how. . vou're
relatively aware of how a class will react and even (55
you're not sure how they'll react you're comfortable
anpiizh in bow youn "I deal with @t And, yoa ko, and
that kind of area”
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Appendix J: Learner Focus Group Transcript Extracts: Tasks 1.1, 3.1 and 3.2

I.
LINE
208

0%
210

211
212

213
214

215
216
217

218

251

252
253

254

Task 1.1 (pp.8-10)
TRANSCRIPT

FILEY: {{To Pauil)l {Have you any mfommaton...7
SILVA: ((To Mela)) (Who iz the fther?
PAUL: ((Responding no Riley)) (2ol T dom't

MELIA: ({Responding to Sihval) (1 don't kow... I don't
have the info... Kemoa . Mo,

SILVA- ([ Reading)) Lisa iz Jacob's sistar. Good. Then it's
Liza {.) Ch!

FILEY: () Ha!

MELIA: (Yes.

SILVA: (Ve Ve

WELIA: =Yes, It's Lisa. ) Mo’

SILWVA- =={h but Keira and Liza cannot. ! Thay do
get< (0.9) Ob

MELTA: hhkhhh <they misht be > (But ..

EILVA: (Yes..

FILEY: Who is the grapdmuother?

SILVA: =Loak . >sp vouw have Fita and Sam ave the
erandparents. Fizht because Emma is their da. oh
granddaughfer (D7

MELIA: (Yes. .

SILWA: You have that here.

FILEY: Uhuh

SILWVA- Then you have Blike who doem't have amy kids.
FILEY: Yesh

SILVA: And then vou have Jacob and Tans that ave parants
of (Fon and Harry.

FILEY: {of Harry and. .. yeah .. vesh

SILWVA- But then vou have Eeirg and Lisa wha are both...

[ra]

-08 -

CODE COMMENTS

5a

5a

5b

5b

5b

1

5 haz a tone gf
SUrprize here, b
EXmnines e
sersenees quickiy and
conehudes the it's
COPPECE

R's rezporce goes Wy,
then down in pixch,
SESMINE LHIMPE.

Bath M & & raview
Iertences to check

Mz pitch poes ot
the erd af zertence

SLFDPLE.

3 I QR = higk
mpitch The ™ i
lower and flater a5
rhe considers.

BRI

3 pirch sl Ragh, b
1OFE MI0PE CEFTOTL
Speeds up
considerabiy- seems
g iiable.

R =il wsure but dus
o it &= Aot clear i
thiz &5 due o

LEH @ PR
regarding firmily
frEes o the
AEEErICE O a
SHE-5EX COLgHE.

P iz lpoking ar hiz
sheer ying 1o follow,
bt s mot hod a
roticeable reacTion

g e ey ey ey Sy ey Sy Sy Uy ——



LINE TRANSCRIPT

236

237

258
239

240
241

241

247
248

250

251

251

256

257

258

239

261

(Uk... obvioushy are (hoth ab... fermale.
FILEY: “Female? ®

MELIA: (Uhhhhbkh . ({To me)) (Is it supposed to be
heteromormativaT Mo “Fight? ©

WODx Exact .. If'z not, no... 3o they could be togsther,
{couldn’t they?

SILVA- (Wes.. vesh (And they probebly... And Enuna’s

KMELIA: (Ocay.. {50 Liza . Lizais Jacoh's sister
and. .. Fierais Liza™s. ..

SILVA- =Pariner and they have (Emmsa.
FILEY: (* Partner. . Oh oloay™.

SILVA- Good. 5o we're dons, Alrizht. Did vou... Tid you
Fuvs get it evarvthing?

FILEY: (Wea don't kmoww.

MMOD: (501 think we're missing a feo on this shest
PALL: Yesh

KIODx S0 Samis.. whose? Sam i,
FILEY: =Fitss.

PALIL: *Fi._ta®

WOD: Fita's..7

FILEY: Couple

KMOD: They're a couple.

FILEY: hhhh Yesh

WMODx Sam is Fita's hushand.
MELLA & SILVA: "Ves®

WIODx o Bita goes here

PALUL: Oh akayv? Uh... the sheet is different?
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LINE TRANSCRIPT

263

254
265

258

28T

MOD: =It's slightly (different. So. ..

FILEY: (He iz._. hike is Fon's uncle ({ Talkixg o
Rerself1} (Fiocom. ..

RIOD: Uhnem v (So Bike soes hera,
PALIL: *Okay®.

FILEY: =Yah . He is... And Jacob have two children.
Right?

MODr Exacthy.
FILEY: ({ Terrung éo 5)) Emma's srandfzther 1= the sama,
BILWA- 3o this is hasically the. . key point of the

RIOD: ({To Fy) So this i the anewers here, S0 vow've got
Sarn and Fita,

RELTA: Thh.. They'rs parmers... Or aven if they'ra
married... (] mean ..

SILVA- (Yedh, vedh.
RILEY: ((Shart breathy laughl)

KIOD: S0 they could be married, (they could be i a civil

SILVA- (They could have adogtad.
MELIA: (Yazh _ or()

MOD: Exactly. Cool. Alright .. so.... T'1l just give Paol 2
chance to write that down... Uinm. .. S0 yvezh

PATIL: Okay... Thank voo
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Task 3.1 and Task 3.2 (pp.19-27)

LINE TRANSCRIPT

553
554
555
556
557
558
550
560
561

562

563

564
585

566
567
48
560
570
im

572

574
575
576

578
Ry

320
581

582

PATUL: Ul and her occupstion is athlets, mivad matarial
arts. And his hirthdzte iz vh . Movernber the 29th 1975
And his._. her birthplace is the United- Unitad States of
America and uh .. Toledo Th

WODx ([ Correciing pronws iaion)) Tolado

PATIL: Toledo .. m O O {{Shows the card))

KOD: In Chia.... the state. And her spowse iz her._ his
She haz no spouse apd ub. .. e have one children. The
name.. I doa’t koo her. . his name. . {(Shows card aeain))

WOD: Uhe.. yep... zo we don't kmow the nams, . it's
private. Eay... Thank vou.

FILEY: Uh yeah I want to inroduce to us... to you guys is
uh... Elon John,

EILVA- (*WlaT

RIOD: Urmbromm. (Elton Foha

FILEY: Ehton... yeah...

WIOD: Have a2y of vou beard of Elton JTabnT

MELIA: (Yeah

EILVA- (Yesh

FILEY: You know him?

SILVA- Lion King!

KIOD: Yeah. . {(laughres)) Lion King.

FILEY: He iz uh .. wow... he iz 3 singer, songwriter and 2
composar. He mamiad... He borime* .. he borng® um...
hiarch 1st, 1947 and ub .. be boring... his birthds= hiz
birthplace iz uh . Pin - Pinner England <hliddlasess-
KIOD: In hiddleses, veah...

FILEY: »What's that means hIiddlesex? That mean his
uh... zexy choice is middla sexT < ([loughzer])

WIOD: Mo, It's a place in England.

SILVA- =It's a place... vou know Eszex? Exzax’
14
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580
350

301

610
611

TRANSCRIPT

FILEY: Ocob Oh! Oh. Soory. Sory, sory.
WOD: Mo, it's akay.

FPILEY: <And vh _he'sum. .. civilly pariner is the David
Fumnizh .. Right? Far... I'm not sore the prosanciation =

SILVA- Fumish... “vesh®

FILEY: Farnish and he have twvg childrens | uhb. | T don't
ko, ((Loushier)) twwg children ((zhowing card o mod))

MOD: Zachary and Elijah

FILEY: "Zachary and Elfjah®... If's an English name?
WOD: veah? T would say they're Enelish narpas, yeah,
FILEY: =0h .. I never heard that

MELIA- =0h I've heard of tham

MODx () Have vou? Zachary and Elijah

MELIA: I Jmow... it's one of the names of the acress.._

WIOD: What hay be beon T What SlmT
MELTA- I= it Zac Effon? Yesh Fac. .
MODx: Oh Zac Effon

SILVA- Oh Zac Efon .. ((Girls Jousiiter)) Evernyane knows
hirn, {{Laugier))

WELTA- T was 2 follower of the vampire diaries.
WOD: Oh okay.... ((More laughter))

MELIA: There is an Elijsh there . ({Loughrer]) who iz
really, raally handsorme. [(Mowrs feneale laushiar])

EILEY: I want to sae.
{{(Laughter))

SILVA: Oh akay. I would like to mtroduce Patrick Stevart
Um .. He's an actor. T he was bors an Taly 13th 1940,

Tl

el
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627
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631
632

634
635
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641

TRANSCRIPT

Hiz birthplace iz Yorkshire, <hirfield?> .. England Thn
Ha hag been divorced twice)

PILEY: ({whismering)) Wow_..
SILVA-Eh . his ex-spouses zre Bheila Falcomsr and
Wendy Mogze® . INoza? I hope. Andum... I guess he's

currently mamied to Sunmy Ozell And he has too children,
Dianiel and Sofia.

KIOD: Thank vou. Did vou... Do vou kmow about his znd
Tan McEellaw's . 7T Thm .. Thevre very close friemds

Al Ok,
KIOD: Did vou koo that?
SILVA & MELIA- Mo,

KOD: =Yep. . both of them are very, very closa friends.
Yeap.

SILVA- “Hmmrn, Odcay=.
KOD: Yep Melia...

MELLA: Um... I'm gomg to inrodwece to you Frida Pinto or
(Pint-oh?

MOD: (Pinto.

MRELTA- TIm. . Zhe's an actress... I think the one in
Slumdog Blillionaire. . .

WMOD: =Yep

MELLA- .. and she was boiom in 1984, on Octobsar 18th
She was bom i hMumbai, Indiz. She is not oorenthy
married or she docoes. .. of she doesn't have amy childran,
FILEY: Oh ..okay.

WMOD: Thank vou. Do vou kmow amything about theza
p=ople at 2107

FILEY: No

PATTL: =ko
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L
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BILWVA-Um.. He'sa. .. Yezh... He's the .. °T koaow that he's
wr .. (2.2) he's homasexual? ©

KOD: Uluh,

SILVA: He's wm by He T mean Elton JTobn, And he's the,
(1.3 I think it's even the director... how do vou say that ..
the dirsctor of the. .. the ... The song. .. or the.. how do
vou call, the. ..

MELTA: =Cormnposer (.. the. .

KIOD: (The producer or composer... (Fap.

SILVA: {>The producer of the Lion
Eing sonmdirack. Yeah he's plays piano and ub . he'z a
really good muosician, < T, yveah. . veah. Awndum . there
Was 50..

FILEY: What kind of uh .. song... he composs,.. compossT
SILVA- “the Lion Eing .. do you kmow the Lioa King? *
FILEY: Lion Eing?

SILVA- U Sirnba and Mala.

MELIA- uh._. Thuh ubhhb .

SILVA- You kmow the Disney.

MELIA: YVezh Dimney. ..

RILEY: =0h! DISNEY'!

SILVA- With the. .. the Lions?.. Dimey Lions.

MELLA:- With the Dizney lions. .. With the LION EING of
the ..

RILEY: the LIOHM? What's that?
SILVA- Lion.

MELIA: Lion, the animal: lion.
FILEY: Wo:ziow.

RILWVA- S0 he's bazically the one that sings the zonz and
produces the song

3
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TRANSCRIPT

KOD: He also did .. wn .. candle in the Wind? If's a very
farmous sang by hin

FILEY: Candle in the wind?
KIOD: A zang shoat Mardlya hlaaroe?
SILVA: Henmwm. T haves't .. probably I haven't®,.

KOD: S0 he's 3 very. . um. .. very famous Enalizh
nmsician. 5o he's. . he's one of our national trezaares.

((Lengghter))
FILEY: “Maticnal treasure... okay... (Wow)®

BOD: Um. . and have amy of vou ever heard of Fallon
Fox?

PAUL & MELIA &FILEY: “HNo®

EILVA- *Cmlby haard .. but to be honest I don't kmow
nmch®.

FILEY: IT's a woman?
KOD: Uhnih.
FILEY: Eay... ((Nervous laughierT)

BILWVA- Can [ sae her 3 mimrta? T just koo her. . bat. . and
zhe's zn athleta,

MELIA: Iz she 3 boxerT Or somethins?

MODx Yes . So zhe's ane of the most . well. 2 vary
farnons baoxer. She's very talented mived martiz] artis .
Wiizad martial arts boxer . person._. T don't knear hoeer you
zzy it*. Un Buat she's acmally very farnons as well becanze
zhe's ane of the first oot transgender {._. athletes.

MELIA- (Oh!

FILEY: ("Oh".

EILWA: ("Okay™

RIOD: Do vou anderstand the waord tranzgenderT

FILEY: (o 530 FromL.. why...

e
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SILWA- Mot now currently, I mean when she undertaken
that procadures.

KOD- Um.... I think she was.. I think it waz in her 200z Tt
TI'm maof sure.

SILWA: Oh akay. >Cos nowadays there are so many kids
that zre acfually being bhhbh Thm., YVou keow... being mm...
yiou koo kind of ah .. encouraged by thelr parents to
wnderzo such procedure becauze they don't f2el. . rightin
thedr owvn bodies, And I find thiz sp <. fzscinsting. “And I
sapport that®.

MELIA- ({ro Mbaly) =Fram what to whatT < Code | Comments |
1t Irteresting the first |

SILVA- ((to B)) <She's comrently a female > guestion is asking |
What her origing sex |

MELIA: Waoman to man? Or...7 wa — seews tg bring |
a sense of religlMwhen |

KOD: From man {to womsn they undsrstand wha |
Rer actual sex/ i

MELIA- {From man to woman! Oy preferred gender ;
23 Telemtiny i, ]

FILEY: Oh i
MELIA: Okay.
KODx: So she has wansitionsd. i
2a Both Mawd 5 acceps |

SILVA =Thuh ] thiz sasify. i
S !

FILEY: =0OH! (k... . R rwrprised
MELLA- (Olcay. P iz silemt i
MOD: = So she is (2 woman. Note difference i
betwaen choosing to ]

FILEY: 50 SHE WAS a man? LiSE e Pt 1Ense |
b | over the present i

MOD: Yes. She was, i
3c i

RILEY: *Oh akay®.
SILVA- Do vou ko the 2z when she® 7 . i
3c i

KIOD: ' pot sure of the aze. . no. Um ;
fncrecmed pace ]

MELIA: Hmmn ..
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T44

T47
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T50
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T52
753
T34
T55
T58
T5T
758
T30

TRANSCRIPT

PILEY: Uhmb. <Is it ub Fox after ha. . uh .. she changed
her ez and hecome a succes=fnl boxers.

MOD: Pardon?

MELIA: Fox iz not aboat box.. it's not. .

PAUL: ((clears throar and shifts back in his chair))
FILEY: A boxer.._ isn't it a athlets?

MELIA: =Yeah .. he .. she's an athlste bat he:er sumame
iz mot about being 3 bomer<,

FILEY: Uhuh. Jh!
KIODx That's just her surpame. I= Fallon Fox

MELIA- She mizht've changed her first name fom 2 man's
name 1o 3 WHMan's hams M. .

FILEY: Ahk!
KELIA: .. sha doesn't have to chanzs her family name.

FILEY: Oh... oleay. Spuh. . after he . did be change her
=T

MOT: () Yes.

FILEY: () Yez... and wm... he become 3 succeszful
IpariEman.

MO0 S0, um. .. before she transitioned, before she
became & wornan. she was a9 athlete.

FILEY: *Oh. Okay©.

KIODx 2o she has always been am athlets, But she
wndenvent the surgery to become 3 woenan and in spors it's
i O -0 | 1 o I . 1 v

SILVA- "Himneom®.

FILEY: <l mmsan . uh. don'tyoo think it's 2 little it ah .
cheat.. in the comple... in the camp.. >

EILWA- *That's what yvou meant probably®... yeah, {It's
guits confroversial becausa, |
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TRANSCRIPT

FILEY: (I mean- I mean you have a man's soensth and a
man's pover... Yo, .. you know man always nm faster
than the woman and jump higher than the woman (R
Imugis neraous v

MELIA-Ma... I think it might changa becauze they are
having hormonsl {theragies.

FILEY: ("“Hammomes... ab®.

SILVA- =Bt it's still._ (That's not entirely. .
MELIA:  (Yesh . Mightbe bat .
MOD: What do you think Paul? (About that?
RILEY: ((Nervous laugheer))
PAUL: Uh._. (Uh I doun't kmow?

ROD: You don't kmowy. That if a vwromen. .. If 2 wormnan had
oace been 3 man .. Do vou think that it°s...7

PAUL: I think... ub .. I think i=... it is weegual to other...
others athletes.

KIOD: Oh okay.

PATIL: Yezh Bacaunze . ahthouozghher sho. he changed hig
2ex be has a man's power and befter._. better ahility. . in the

EEmes.
SILVA- “Hmem®

KIOD: “Okay™.

MELIA- That's also discrimimation 2nd we s3y women that
woimen are not that strong 88 man 3o thers rmight be some
cases whers warnen are dlso a5 strons 3 e,

PALTL: "o, *

MELLA: Fight?
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FILEY: "Yesh®
SILWV A “Beinumm®.

MELIA- So.. we should accept that.. just {[(Ervesperared
laugiuter))

KOD: Do you agree with that? Do you think that we
should accapt ransgender athletes Doto... mio profaszional
Compeiitomns?

EILWV A "Than®™.

WOD: = it irnporiant for... that somebodiss zender® in
terms of 8 competition?

PAUL: Utnm. Because nowadzys the-the. .. in the athletes
Zame uh.. we already divided by zex . in the game.

SILVA: "Hmem®.

DAL Women fior women and men fior men. Soitsa
miwad sex. I think iz gh:h. .

PILEY: =Unfair ({grzgie))... It's a little bit_ .

MELLA: = =EBuxt martial aris is not just shout stransth, it's
about technique. Am I rizht? T don't kow anything ahoat
that bt they have to work for their srangth and tachnigoe
more. =

BILWVA- "TThuh®.

BATIL: *Yaah®.

MELIA- So.. I don't think it's just injustice to other women
conpetitors. [ think if's just accaptable, for mea. ((Sighks))

FILEY: Yeah .. <] think the teckmrique's _. technique is
nmecessary... yoore right . but it's 2 part of the . uh.. for
part of the . umerm . to becarne successful mmd uh . the
talemt is and is 3 basic>... vesh

WELIA- T just watched. .

FILEY: If vou don't have (3 talent. ..

MELIA: (“She's the Man' vestarday zo... I've
bean affected by that ({Lougheer))

- 109 -

CODE COMMENTS

2a'3a

3a3c

Artempi io sa98
arhers have
acknmeledzed W

paint.

* gy — praves a
difffeuliy tha some
mefzhi face when
TFVIRg iR moREor
THEIF ZpEECi

Mz increase i pace
Suggasis she i5
EPOWIHE EVar-mors
Jrustrmted

It B rugpesriing hers
Tt e PTvg
Irrume faler for
SPRAFLE, WRereas
woren aar 7 JLzue
g Rerving complex
debares MLl —
wrerhile fo adeguarefy
Samresy their
THoughz:



Appendix K: Q11: Individual and Average Percentage Uses

3

Py = o

£ Q2 ¥ 2» g 6
2 Qe O HO 3 g s o ©
£ = .8 S €828 g9 5 o o
g L3 T 223 = 8 € = =
g g5 s 255 8E 2 5 5
[ - £ O UTae = £ - = -
1 1 0 2 2 2 7 46.67%
2 1 0 1 1 1 4 26.67%
3 1 2 1 1 2 7 46.67%
4 1 1 1 0 1 4 26.67%
5 2 2 2 0 2 8 53.33%
6 2 0 2 2 2 8 53.33%
7 0 2 2 1 2 7 46.67%
8 1 1 2 2 1 7 46.67%
9 2 2 2 2 1 9 60%
10 0 0 0 2 2 4 26.67%
11 0 0 1 0 0 1 6.67%
12 0 0 0 0 0 0 0%
13 0 0 0 2 2 4 26.67%
14 3 3 3 3 3 15 100%
15 1 2 2 2 2 9 60%
16 2 2 2 2 2 10 66.67%
17 0 0 1 0 1 2 13.33%
18 2 2 2 1 2 9 60%
19 0 0 0 0 0 0 0%
Average 33.33% 33.33% 45.61% 40.36% 49.12% 40.35%

Note: Respondents answers in bold do not show a range of approaches.
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Appendix L: Q11: Percentage Averages across multiple demographics

AGE TOTAL % EXPERIENCE TOTAL% FAITH TOTAL%
30 -39 48.89% 0-5yrs 36.67% Christian 25.33%
40 - 49 40% 6-10yrs 43.33% Jewish 53.33%
50+ 36.67% 11-15yrs 36.67% No religion 48.89%
Prefer not

16-20yrs 45.33% to say 0%
GENDER TOTAL% 26+ 31.67%
Male 45%
Female 36.97% NATIONALITY TOTAL %

UK 41.03%
LGBT + TOTAL % Hungary 30%
Yes 40% CANADA 53.33%
No 40.39% U.A.E. 60%
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Appendix M: Q15: Percentage Averages and Individual Favourability Scores

TOTAL %

TOTAL

I would use materials that are inclusive of LGBT
lives and themes if more were available.

Using materials with LGBT representation will
distract from the main aims of the lesson

LGBT themes are relevant to learners who are
studying to live/work/study in the UK

Including LGBT representation in classroom
resources is ONLY beneficial to adult learners

Including LGBT representation in classroom
resources is beneficial for learners of any age

LGBT lives and themes should ONLY be addressed
if raised by the learners themselves

LGBT lives and themes should be addressed in
materials with learners in a classroom

A diverse range of relationships and lifestyles
should be represented in course-books

Respondent

88.57%
88.57%
71.43%

31

31
25

91.43%

32
28
35

80%
100%
57.14%

20
35

100%
97.14%
88.57%

34
31

10
11
12
13
14
15
16
17
18
19

80%
48.57%

28
17
26
22
29
33

74.29%

62.86%
82.86%

94.29%

71.43%

25

88.57%

31

51.43%

18

79/95
83.15%

76/95 69/95 73/95 80/95  80/95 77/95
72.63% 76.84% 84.21% 8421% 81.05%

80%

78/95
82.1%

80%

AV.

Note: Columns 3, 5 and 7 were reverse marked.

Numbers in bold demonstrate the discrepancies when considering age of learners.
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Appendix N: Q15: Percentage Averages across Multiple demographics

AGE TOTAL % EXPERIENCE TOTAL% FAITH TOTAL%
30 -39 77.61% 0-5yrs 80.00% Christian 76%
40 - 49 90.71% 6-10yrs 87.14% Jewish 100%
750+ 65.14% 11-15yrs 83.57% No religion 82.38%

16-20yrs 81.42% Prefer not to say 48.57%
GENDER TOTAL% 26+yrs 62.85%
Male 83.92%

TOTAL

Female 76.88% NATIONALITY %

UK 75.51%
LGBT+ TOTAL % Hungary 85.71%
Yes 94.28% CANADA 100%
No 78.15% U.A.E. 88.57%
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