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Abstract 

This thesis reports on a comparative case study of teacher expertise involving eight teachers 

of English working in state-sponsored secondary education in varied contexts across India, 

each identified using multiple criteria. An original, participatory design involved a planning 

workshop prior to data collection to enable participants to contribute to the studyôs research 

questions and plan other outputs of use. Qualitative and quantitative data were analysed to 

identify similarities and differences both among participants and in relation to prior research 

on teacher expertise.  

The findings document many shared features and practices among these expert 

teachers, which were usually less frequently observed among their colleagues, including well 

developed PCK and English proficiency, beliefs in building learner self-confidence, 

engaging learners and ensuring understanding of lesson content. In the classroom 

participants demonstrated warm, inclusive, supportive relationships with learners. Key 

similarities in pedagogic practices include the frequent use of interactive whole-class 

teaching balanced with regular learner-independent activities including both collaborative 

learning and active monitoring to provide differentiated individual support. Their 

professionalism was underpinned by extensive reflection, lifelong learning and care for their 

learners, whose opinions they valued most. Variation among participants was most evident 

in classroom practices, revealing clinal differences relating to their conception of subject and 

degree of control over classroom processes. While multilingual practices also varied, all 

participants were inclusive of their learnersô languages and used them themselves. 

Strong agreement with the findings of prior studies of teacher expertise was also 

found, although important differences include participantsô prioritisation of inclusion and 

confidence-building over setting high standards, their focus on learner understanding over 

higher-order thinking skills and their varied strategies for helping learners assimilate content 

from highly ambitious curricula. 

Implications for research on teacher expertise, particularly in the Global South, 

improving teaching quality in low-income contexts, and teacher education in India are 

explored.  
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Lesson extracts are displayed in tabular format, numerated in order in the thesis, with 

indications of teacher, observation (Obs.) number, and timestamp. Where an extract includes 
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OK. Can we move to the next activity? Tumace uttara masta hotya!  

[ Your answers were superb! ] Very good. Iôm really happy with it. 
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mene board  par jo likha hai, 
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T: Thereôs no need for what I 

have written on the board  

there, is there? You also have 

creative  minds.  
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Non-recorded observations of non-participant teachers (NPTOs) are discussed on occasion. 

 

 

 

  



19 

 

 

1.1. Justification for this study 

It is a self-evident truth that teacher quality varies in any educational system. There are good 

teachers and bad teachers everywhere. It is also self-evident that documenting and sharing 

knowledge about the practices and cognition of good teachers is of use, in multiple ways, to 

educational systems around the world. This is particularly true in developing countries in the 

Global South1 (Nordstrum, 2015; Pryor et al., 2012; Westbrook et al., 2013), where 

improvements in quality in educational systems are often urgently stressed as priorities in the 

battle to reduce poverty and support social and economic development (e.g., UNESCO, 

2014). Despite this, and despite the huge sums of development aid invested every year into 

quality-related interventions in education in low-income countries, it is a surprising reality 

that ñthere is remarkably little good evidence on the effectiveness of different pedagogical 

practices in developing countriesò (Muralidharan, 2017, p. 377; also see Alexander, 2015), 

including teacher expertise. As Pryor et al. note:  

The knowledge base of successful teaching in low income contexts is not sufficiently 

developed. Much research has concentrated on the deficiencies of teaching in low 

income countries and we therefore have accounts of poor practice and pupil failure. 

What we do not have are detailed descriptions of teachersô good practice in contexts 

that are challenging. There is a need for research to seek out examples, to theorise 

them and to make them available as a resource for teacher education and 

policymaking. (Pryor et al., 2012, p. 498) 

This neglect may result, in part, from a belief that teacher expertise is largely absent in 

developing countries due to the lack of material and financial resources to facilitate its 

development, and in part from a belief that quality teaching practices can be ñimportedò 

 

1 In this thesis, the terms ñGlobal Southò and ñdeveloping countriesò are both used to refer to low- and lower-

middle-income countries, according to World Bank (2019a) data, recognising that while both terms are 

problematic, national contexts where education faces significant challenges and constraints caused by lower 

levels of funding and family income require discussion separate from contexts where funding is higher andð

importantlyðthe vast majority of research in education is conducted (i.e., developed countries/the Global 

North). I use these terms solely to differentiate such contexts.  
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from other contexts. This thesis will  demonstrate that the first of these beliefs is mistaken 

and the second is (and has always been2) naïve.  

As a teacher educator who has spent much of his career working in low-income 

countries, I have learnt that whenever innovations to improve the quality of teaching 

originate in local practice they are more likely to be successful than if they are ñimportedò 

from other contexts; the latter often resulting in what Holliday calls ñtissue rejectionò (1994, 

p. 134) for numerous reasons, including appropriacy (e.g., culturally), feasibility (e.g., 

logistically) and sustainability (e.g., cost-wise). There is an extensive body of literature 

supporting Hollidayôs claim that it is neither possible nor desirable to transplant aspects of 

pedagogy in such ways (e.g., Sadler, 1900/1964; Tabulawa, 1998; Vavrus & Bartlett, 2012). 

Yet, when good practice originates in the context in question, such innovations are more 

likely to succeed for the same reasons in reverse. As Verspoor (2005, p. 38) observes, 

ñwould it not be preferable to design innovations é that do not deviate too far from existing 

practice, that can be adapted and applied by a large number of teachers without too much 

difficultyé?ò I would go further, and argue that it is preferable to source such innovation in 

the existing practice of local practitioners. This study, through its research design and 

findings, offers a feasible, replicable means for doing exactly that, thereby not only 

answering Pryor et al.ôs (2012) call for studies of best practice in contexts that are 

challenging, but also providing a means for such studies to become more widespread. 

1.2. Focus and research questions 

This comparative case study (Bartlett & Vavrus, 2017) provides a comprehensive account of 

the situated practice, cognition and other characteristics of eight expert teachers in one 

developing country contextðIndian secondary educationðwith English as the subject 

focus. It aims to situate, describe and compare the practices of the participant teachers with 

the ultimate goals of understanding similarities and differences both across participant 

teachers and when compared to teacher expertise documented in higher income contexts, 

where almost all prior expertise research has taken place. Given my own background as an 

exogenous researcher, I felt it important to give participants voice and agency in the research 

 

2 See Sadler (1900/1964). 
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design and questions addressed, making this the first participatory study of teacher expertise 

as far as I am aware. It investigates the following primary research questions:  

1. What are the features of the pedagogic and professional practice, related cognition 

and beliefs of expert teachers working in Indian state-sponsored secondary 

education?  

2. What commonalities and differences can be identified when comparing these 

features? 

A third question is then addressed through comparison of the findings with the wider 

literature: 

3. To what extent are the commonalities identified consistent with those documented 

in prior studies of expert teachers? 

1.3. Further reasons for th e study 

While the lack of prior focus on quality in the classroom in the Global South constitutes 

sufficient justification for this study, as does the originality of the participatory methodology 

used, several further arguments can be made for it.  

Firstly, it is notable that while studies of, for example, mathematics teacher expertise 

are common (15 prior studies found; see 3.4.1), there has been less research into expertise in 

the field of foreign/second language teaching (only 6 prior studies; see 3.5). This study, with 

a comparatively large sample size for a teacher expertise case study, bolsters this prior 

research significantly. It also identifies methodological shortcomings in several such prior 

studies in the literature review (e.g., Toraskar, 2015; Tsui, 2003) to strengthen this 

justification.  

Secondly, given the frequently documented challenges of identifying appropriate 

participants for teacher expertise studies (see Palmer et al., 2005), through the critical 

application of multiple criteria to identify participants and the use of an original, equitable 

sampling approach, this study offers a flexible, potentially more reliable framework for 

recruiting participants than has previously existed for such studies, one that works even in 

challenging contexts, where some of the frequently used indicators of expertise are 

unreliable. 
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Thirdly, this study may be of use to educational authorities in India, where the focus of  

development has recently shifted from issues of access to those of quality (Anderson & 

Lightfoot, 2019; MHRD, 2020). While the recently revised National Education Policy 

stresses the need to recognise ñoutstanding teachersò (MHRD, 2020, p. 22), the paucity of 

prior empirical research on effective practices in Indian classrooms make it difficult to 

identify such teachers reliably. It is hoped that this study will help to inform such initiatives 

by contributing to the development of a ñprototypeò of Indian teacher expertise (see 

Sternberg & Horvath, 1995) for one subject, English. 

Finally, this study focuses primarily on classroom practice, what Alexander (2015, p. 

254) calls the ñmissing ingredientò in the field of comparative education studies. It provides 

thick, situated descriptions of the pedagogic practice and cognition of participants from 

within what many econometric and statistical researchers of education in developing 

countries characterise as the ñblack boxò of the classroom (e.g., Aslam & Rawal, 2015; 

World Bank, 2016). Alexander is rightly critical of such studies, noting ñéthe striking 

feature of the GMRs [global monitoring reports] is that they do not so much engage with 

pedagogy as circle around itò, leaving it ñsecurely locked in its black boxò (2015, p. 253). 

This study focuses primarily on the pedagogy of the participant teachers, while also 

providing sufficient contextual information and insight into cognition for the reader to 

understand, interpret and assess the relevance of the findings to potentially comparable 

contexts. Despite the challenges involved, and its potential shortcomings, the study does not 

shy away from arguably the most important question in research on education anywhere in 

the world: What does good teaching look like?   

1.4. Structure of the thesis 

This thesis follows a fairly typical structure and balance of content of a primarily qualitative 

PhD study, with perhaps a little more space devoted to the findings than is typically found in 

such studies.  

The second chapter provides an overview of the research context, Indian secondary 

education, including current challenges and the specific nature of English language teaching 

(ELT) in India, where it is taught simultaneously as language and subject.  
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The literature review (Chapter 3) begins with an exploration and working definition of 

the construct of ñexpertiseò, followed by a critical review of the challenges involved in 

identifying teachers for expertise studies. It then reports on prior expertise studies, firstly on 

findings from empirical studies of teacher expertise around the world, then on the limited 

research conducted into language teacher expertise. Finally, in the near absence of prior 

research on teacher expertise in developing countries, it evaluates the limited research 

investigating effective teaching practices in such contexts, drawing some preliminary 

conclusions from a small number of rigorous and/or robust studies.  

The methodology section (Chapter 4) proceeds chronologically. After introducing the 

aims and paradigm of the study and justifying the participatory element, it discusses how the 

participants were recruited and invited to help design the study. This is followed by 

discussion of data collection and data analysis, which began with individual case analysis, 

followed by cross-case comparison of similarities and differences. It concludes with 

discussion of issues of rigour and researcher reflexivity.  

The extended findings section is divided into several smaller chapters. First comes an 

introduction to the participant teachers, covering key demographic/statistical data for each 

context (Chapter 5). This is followed by three detailed case descriptions, representative of 

the range and variation of pedagogic practices among the participant teachers (Chapters 6ï

8). Two comparative chapters follow this (Chapters 9ï10), first a detailed cross-case analysis 

of all eight teachers that follows a similar structure to the case descriptions and focuses 

principally on identifying key similarities among them, and then an analysis of difference 

that attempts to understand the variations in pedagogic practice among participants, linking 

these principally to context, but also to the personalities and cognitions of the teachers 

involved.  

The discussion chapter compares my findings to prior research, both expertise studies 

and research on effective teaching in developing countries (Chapter 11). After statistical 

comparison of the findings of this study with findings from prior research, it provides 

situated, qualitative discussion of areas of practice where this study documents important 

differences from prior findings, offering potential explanations for these. This includes 

discussion of the frequently debated issue of ñlearner-centred educationò and a subject-

specific focus, comparing findings to current notions of good practice within the field of 

English language teaching.  
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The concluding chapter summarises the major contributions of the study, also noting 

limitations, implications and recommendations arising from it.    
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India, at the time of writing, has the largest educational system in the world, within which 

over 260 million learners study in over 1.5 million schools, divided between over 60 

curricular authorities (Anderson & Lightfoot, 2019). As such, it is more accurate to call it an 

ñecosystemò (p. 7; also Banerji & Chavan, 2016) than a single system, particularly given the 

complex interactions between the rapidly expanding private sector, the state sector and 

partnerships between the two (CSF, 2020). It is also undergoing important changes, with a 

newly published National Education Policy (NEP; MHRD, 2020) due to undergo 

implementation in the near future.  

In this chapter I will provide an overview of the context to this study, first discussing how 

schooling is typically structured in India, then focusing on secondary education. This is 

followed by discussion of the subject-focus of this study, English, covering curricula, 

classroom practices, teacher education and beliefs regarding effective teaching among Indian 

teachers of English.  

2.1. School types and levels 

This study was conducted in state-sponsored education; i.e., schools where the government 

pays all, or almost all, of learnersô school fees. In India, this includes two main types of 

school, government schools, and government-aided schools, which are funded by the 

government but managed privately (see Table 1, based on Anderson & Lightfoot, 2019; 

CSF, 2020).   

Because of the similarities between government and government-aided schools, pupil 

academic outcomes are broadly similar across the two types (1% mean difference across 5 

subjects at grade 10; NCERT, 2018), which cater for similar pupil demographics, unlike 

private schools.  
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Table 1 

Three main types of school in India 

Type % of 

total 

(2020) 

Fees for 

learners?1 

Selective? Run by Curriculum  

Government 

schools 

54% None.  No. Usually 

district 

education 

authority or  

state 

government.   

Usually follow a 

state (e.g., West 

Bengal, 

Telangana) 

curriculum, 

overseen by 

SCERT2.  

Government-

aided schools 

(also called 

private-aided 

schools) 

12% 

(21% at 

secondary 

level3) 

None, or 

nominal only 

(e.g., for 

uniforms). 

Not in theory, 

although some 

organisations 

may prioritise 

learners from 

specific 

communities.  

Not-for-profit 

entities, 

including 

trusts and 

societies. 

Usually follow 

state curricula. 

Private 

(unaided) 

schools 

32% Yes, for 

majority. 

Although they 

should also 

accept 25% of 

learners from 

specified 

disadvantaged 

social groups 

(e.g., SC/ST) 

for free. 

Yes.  Private 

organisations, 

trusts, 

societies or 

NGOs.  

Can follow state 

boards, but also 

more prestigious 

national (e.g., 

CBSE, ICSE) or 

international (e.g., 

IB) curricula.  

Notes. 1. Until the age of 14 (Government of India, 2009). 2. State Centre for Educational Research 

and Training. 3. U-DISE (2019). 

When this study was carried out,3 schools were divided into primary (grades 1ï5), 

upper primary (6ï8), secondary (9ï10), and higher/senior secondary (11ï12). However, 

many so-called ñsecondary schoolsò include upper primary, secondary and higher secondary 

grades (i.e., 6ï12), and many ñsecondary teachersò work flexibly across these grades 

(Anderson & Lightfoot, 2019). Except in very small schools, secondary teachers are usually 

 

3 The recently revised National Education Policy is due to introduce changes to this structure (MHRD, 2020). 



27 

 

subject specialists, teaching one (less often two) subjects, unlike at primary level. 

Henceforth, my use of the term ñsecondaryò will refer to grades 6ï10ðthe focus of this 

studyðsimilar to most systems worldwide, and consistent with ñmiddleò and ñsecondaryò 

levels in the revised NEP (MHRD, 2020, p. 6).  

2.2. Secondary schooling: enrolment, class sizes and 

achievement 

While, historically, secondary schooling was the preserve of a privileged minority in India, 

recent, ambitious attempts to increase enrolment have achieved notable success (from 186 

million to 261 million enrolments, 2000ï2015), including a steady decline in the enrolment 

gap between male and female learners (Anderson & Lightfoot, 2019). Recent official sources 

have cited gross enrolment ratios at 91% to grade 8, and 79% to grade 10 (MHRD, 2020). 

Class sizes at secondary levels are falling steadily. While official statistics indicate 

pupil-teacher ratios of under 30:1 at secondary levels (UNESCO, 2020), observed class sizes 

from recent studies average around 55 students, although this varies greatly between schools 

and classes (British Council, 2016; Mody, 2013; World Bank, 2016).  

While enrolment and completion rates are improving steadily, Secondary School 

Certificate (SSC) exam scores (taken in grade 10) remain low. Pass rates for SSC are 

typically set at 25ï35% by most boards, and average performances in 2017 ranged from 34% 

in maths and science, to 49% in modern Indian languages; English was 36% (NCERT, 

2018), reflecting, in part, the ambitious curricula involved. However, significant differences 

between social groups can be seen. Many learners are first generation school-goers (42% in 

rural areas; ASER, 2018), whose parents have little or no literacy. This challenge is greatest 

among learners of scheduled caste (SC) and scheduled tribe (ST) designations,4 who 

averaged two percentage points lower than the national mean in SSC exams in 2017, a 

relative difference of over 5% (NCERT, 2018). While female learners are now equalling or 

slightly outperforming males in SSC exams (NCERT, 2018) and appear also to be more 

motivated on average (MHRD, 2018), there is still a clear rural-urban gap in achievement 

 

4 Two of the official terms used to describe disadvantaged social groups in India. 
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(2.5 percentage points; relative difference of 6.3%) that is largest in English exam scores (5 

percentage points; relative difference of 12.5%) (NCERT, 2018).  

Although secondary schools should have a range of resources, including 

science/computer laboratories and libraries (Government of India, 2009), provision and 

usage vary greatly between states and management (ASER, 2017; World Bank, 2016). 

Classrooms typically include a blackboard, and rows of front-facing desks fixed to benches, 

each seating 2ï4 learners (see Figure 1).  

Figure 1 

Typical classroom in a rural Indian secondary school 

 

2.3. English teaching and teachers 

English is one of the five main school subjects at secondary level, and also the medium of 

instruction (MOI) in increasing numbers of schools (Anderson & Lightfoot, 2019). ñSemi-

Englishò schools involve English medium instruction (EMI) for certain subjects only (e.g., 

maths and sciences, alongside English), and are common in some states (e.g., Telangana). 

While EMI is more common in private schools (CSF, 2020), in some states, government and 
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government-aided schools are offering it in a bid to reduce loss of students to private 

education (Anderson & Lightfoot, 2018). To date, there has been little implementation of 

more scaffolded strategies for the use of English in mainstream education (e.g., CLIL) in 

India. Estimates of learner proficiency in English in secondary state schools are low, 

typically around A1ïA25 (Mody, 2013). ASER (2018) recently reported that only 58% of 

rural 14ï18-year-olds surveyed could correctly read A1-level sentences in English, and only 

46% could correctly translate them to their first language (L1).6 

2.3.1. English teacher qualifications and preservice training 

There are an estimated 1.5 million English teachers in India (Davidson, 2013), working from 

primary level (where they are rarely subject specialists), to secondary and tertiary level 

(where they often are). While all are required to have a Bachelor in Education (BEd) 

qualification to teach (Government of India, 2009), qualifications vary greatly in practice, 

and even at secondary level English teachers may have little subject-specific training. There 

are widespread concerns that many teacher education institutions are corrupt, ñselling 

degrees for a priceò, and offering little, if any, real training or supervised practicum (MHRD, 

2020, p. 42). Traditionally, English was rarely seen as a subject in need of specialist 

teachers; schools would often employ science teachers, assuming that they would also be 

able to teach English (Meganathan, 2017). While many English teachers today have studied 

English at Bachelorôs or Masterôs level, this was almost always an English literature degree 

and very few have specialist training in ELT/TESOL (Bhattacharya, 2013; Mukherjee, 

2018). As Chattopadhyay notes (2020, p. 21; also see Padwad, 2020), the vast majority of 

English teachers ñhave no understanding of theories of language learning and language skills 

development techniquesò. 

2.3.2. English curricula 

While almost all of Indiaôs 36 states and union territories have their own board and 

curriculum, these are based to a large degree on the National Curriculum Framework 

 

5 Proficiency indicators use CEFR levels (see https://www.coe.int/en/web/common-european-framework-

reference-languages/level-descriptions). 
6 L1 is used in this thesis as shorthand to refer to learnersô first or most enabled language in education, which 

was often the dominant language in the community and the school MOI, but not always. It is recognised that 

the term fails to convey the complexity of languaging practices in multilingual communities. 
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(NCERT, 2005), including for English (Padwad & Dixit, 2018), meaning there are 

significant similarities in curriculum content. There is a strong emphasis on teaching English 

literature alongside the language, despite English being ña completely foreign languageò for 

the vast majority of learners (Mukherjee, 2018, p. 126; CSF, 2020). They are expected to 

analyse and interpret poetry and prose even at lower secondary grades when, for many, their 

basic literacy in English is still developing (see, e.g., CBSE, 2020). Secondary curricula 

include Victorian authors and Shakespeare alongside both international (e.g., Tolstoy) and 

Indian literature translated into English (see Figure 2, from MSBTPCR, 2018). The 

challenges of unfamiliar cultural references and complex narratives make what are already 

lexically challenging texts more difficult to understand. Mukherjee (2018, p. 128) observes 

that members of an ñExpert Committeeò (mainly English literature lecturers) who recently 

revised textbooks in West Bengal have little, if any, training in materials writing. As a result, 

textbooks have remained strongly literature-focused, despite attempts in teacher training 

initiatives to introduce more communicative classroom practices across the country, often 

involving British Council (e.g., Mody, 2013). This conflict between language and literature 

teaching is sometimes referenced as a difference between teaching English as language 

(TEaL), and teaching English as subject (TEaS) respectively (Anderson, 2020c). 

2.3.3. English classroom practices 

Lessons in English language classrooms across India are dominated by the use of textbooks 

and exam practice (Bhattacharya, 2013; Meganathan, 2017). In many state boards, there is 

only one mandated textbook at each grade (Padwad & Dixit, 2018), which is usually 

provided to learners for free and also drawn upon for exam content. Lack of awareness of the 

curriculum among teachers (Mukherjee, 2018) and lack of other materials means that the 

textbook often is the de facto curriculum (Kumar, 2005; Padwad & Dixit, 2018). In 

Maharashtra, for example, the English curriculum for grades 9 and 10 is only six pages long 

(MSBSHSE, 2012, pp. 123ï128), and no Teacherôs Guides or audio material currently exist 

for English. English teaching across India is thus heavily text-oriented, with little focus on 

oral/aural skills (Dutta & Bala, 2012; Mukherjee, 2018).  

English exams involve only written tests in most cases, including items that test basic 

literacy (e.g., copying words correctly) alongside items that test in-depth understanding of 

works of literature. Several ñseenò texts (poems and prose) are taken from the state-
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mandated textbooks (e.g., CBSE, 2020), thereby enabling teachers to turn to rote 

memorisation of these texts and the answers to predictable text-based exam questions  

Figure 2  

Contents page of Maharashtra State coursebook, Grade 10 

 

Note. © Maharashtra State Bureau of Textbook Production and Curriculum Research. 
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(Bhattacharya, 2013) to help their learners achieve the low pass scores documented above. 

Authorities put significant pressure on schools to improve exam pass rates, causing negative 

washback on classroom practices (Sultana, 2018), particularly in grades 10 and 12, so much 

so that Mody (2013) notes, ñall teachingïlearning in class 10 is limited to preparation for 

board examsò (p. 31). The recent National Education Policy laments the dominance of ñrote 

learningò/ñrote memorizationò practices in Indian classrooms five times (MHRD, 2020), 

mandating more ñinteractiveò, ñcollaborativeò, ñexploratoryò, ñexperiential learningò and 

significant reductions in curriculum content (p. 12). Paradoxically, it also recommends the 

introduction of new exams at grades 3, 5 and 8 (p. 18), which is likely to increase exam 

washback further.  

Reports of classroom observations of English lessons indicate the dominance of 

teacher-led lecturing in Tamil Nadu (Meganathan, 2017), Delhi (Bhattacharya, 2013) and 

Bihar (British Council, 2016), and little evidence of appropriate praise, acknowledgement of 

learnersô needs, collaborative learning, learner speaking opportunities or higher order 

questioning in Maharashtra (Mody, 2013). Several reports echo Meganathanôs (2018) 

concern that ñall the teachers are bothered about is ócoverage of syllabusôò (p. 13; also 

Padwad & Dixit, 2018; Sathuvalli & Chimirala, 2017), painting a rather bleak picture of 

English language teaching across the country.   

It is within these difficult circumstances that a complex practice has evolved, known 

locally as the ñbilingual methodò (Chattopadhyay, 2020), ñtranslation methodò (Rajkhowa & 

Das, 2015) or ñteaching-in-translationò (Bhattacharya, 2013). In this practice, rather than 

expecting learners to access the challenging core curriculum texts independently, teachers 

instead ñinterpretò these texts themselves for their learners. While varied, this text 

interpretation process (this term will  be used to describe it henceforth) typically includes 

teachers first reciting these texts, then either paraphrasing in, or translating to, the L1 

(invariably translanguaging as they do), sometimes asking comprehension questions (in 

either language), and then typically ñdictating answersò (NCERT, 2006, p. 12) to common 

text-related questions asked in exams for learners to copy and memorise (Bhattacharya, 

2013; Kumar, 2005; Padwad & Dixit, 2018). 

Translanguagingðboth during text interpretation and at other times in the lessonðhas 

long been a natural feature of teaching practices in India (see e.g., Kumar, 2005, p. 138), and 

is even recognised in official policy documents from central government: ñlinguistic purism, 
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whether of English or the Indian languages, must yield to a tolerance of code-switching and 

code-mixing if necessaryò (NCERT, 2006, p. 12). Recent observations by Lightfoot et al. 

(2021) report 36ï75% ñlanguage mixingò, 10ï33% L1-only, and 0ï51% English-only 

languaging7 during primary English lessons in Delhi and Hyderabad.  

2.3.4. English teacher monitoring and development 

There appears to be little interest in teachersô classroom practice in the majority of state 

schools in India. Bambawale et al. (2018, p. 19) note that ñthere is often no standardised 

process that is followed for teacher evaluationò, and observations are rare and cursory. This 

problem is further compounded by a lack of interest in classroom practices during school 

inspections (A. Padwad, personal communication, July 28, 2019), which occur in only 3.4% 

of schools every year (CSF, 2020). Teachers are evaluated primarily on the exam results of 

their learners (Bambawale et al., 2018), which are regularly reported as unreliable (e.g., 

Bambawale et al., 2018; Gandhi Kingdon, 2007; Graddol, 2010), with sources mentioning 

widespread cheating (e.g., Sriprakash, 2012) and a lack of standardisation between boards 

(Gandhi Kingdon, 2007).  

Teachers are allowed up to 20 days off per year for CPD (Tyagi & Jaiswal, 2017).  

ñCPDò is presumed by many to be synonymous with ñtrainingò, and few teachers attempt 

ñto initiate and support their own CPDò (Bolitho & Padwad, 2013, p. 8), preferring to attend 

top-down workshops and webinars, instead. However, the picture varies greatly between 

states. While none of Meganathanôs five participants (2017, p. 116) had ever ñundergone any 

training since the beginning of their  appointmentò in Tamil Nadu, Mody reports ñtraining 

fatigueò (2013, p. 7) among teachers in Maharashtra. 

A number of top-down English teacher training initiatives have attempted to introduce 

more learner-centred and/or communicative practices in several states, including 

Maharashtra, where the British Council have provided support for several years (Mody, 

2013; TEJAS, 2019). There is anecdotal evidence of the impact of some initiatives (e.g., 

TEJAS, 2019), although this is likely to be limited when curricula and teachersô own 

 

7 The term ñlanguagingò is used in this thesis as a superordinate descriptor to refer to language use practices 

both within and across named varieties.  
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education are both subject-oriented, leading to ñconfusion over the lack of fitò between such 

elements among many teachers (Mukherjee, 2018,  p. 142).   

2.3.5. Beliefs of Indian teachers of English 

Prior to this study, in order to gain an initial understanding of Indian English teachersô 

beliefs concerning effective teaching, I conducted exploratory research among teachers in 

one of Indiaôs two largest English language teacher communities (see Anderson, 2020c). 

Seventy-five respondents to a qualitative survey described their perceptions of the practices, 

beliefs and personal attributes of an imagined effective teacher of English working in a 

government secondary school. Data were reported upon through both frequency counts of 

specific beliefs (see Figure 3) and qualitative discussion of the most commonly held beliefs 

as well as areas where opinions varied more widely.  

The findings were condensed into the following qualitative summary, presented as a 

ñshared-beliefsò prototype (Sternberg & Horvath, 1995) of the effective Indian secondary 

teacher of English:  

The effective secondary English teacher is dedicated both to her learners and her 

profession. She is a morally responsible individual who cares for all her learners and 

recognises the importance of developing their moral awareness and building their 

self-confidence. She also perceives it important to develop the necessary practical 

skills that the learners will need to function in the world, balancing the more general 

transferable skills (specifically, thinking skills and interpersonal skills) with the 

subject-specific knowledge (including vocabulary and grammar knowledge) and 

skills (reading, writing, speaking and listening) required to learn and make use of 

English in the future. She plans for teaching carefully, aware of her learnersô needs 

and her intended outcomes. In the classroom she is a facilitator of learning more than 

a transmitter of knowledge, who is friendly, engages and interacts with the class, and 

encourages collaboration when possible through the use of pairwork and groupwork. 

Her learners value their teacher and enjoy their English lessons. As a professional she 

has an óunquenchable thirstô for learning, is interested in óupdatingô her practice and 

in innovating in her own classroom, especially when context-specific challenges 

require resourcefulness or flexibility. She works hard, reflects on her practice, 

engages with the local community around the school, and is often willing to help 

learners whenever needed. (Anderson, 2020c, p. 15)    
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Figure 3  

Frequencies of coded beliefs (on left) and topic areas (on right) among responses  

 

Note. From Anderson (2020c, p. 13). Used with permission. 

The findings of this study indicate that teachers in the community in question, who are 

likely to be better informed than the majority of Indian teachers of English, believe strongly 
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that effective teachers are caring, conscientious, humanistic individuals, and that their 

pedagogy is broadly learner-centred and constructivist (Schweisfurth, 2013). However,    

énone of [the] respondents mentioned CLT [communicative language teaching], 

and, while a number described lessons broadly consistent with the óóweakô versionô 

of CLT (Howatt 1984: 279), there was no reference to stronger versions of CLT, 

such as task-based language teaching. (Anderson, 2020c, p. 16) 

This finding supports Chattopadhyayôs (2020) observation that most Indian teachers of 

English have little awareness of language teaching methodology, having completed English 

literature, rather than TESOL qualifications. The study also notes evidence among the 

community of awareness of the TEaLïTEaS distinction discussed above, with a relatively 

small number of respondents (14) indicating a belief in the former.  

2.4. Conclusion  

This chapter has documented evidence of challenges in the education systems of India 

typical of a developing country. These include large classes, overambitious curricula, and 

lower achievement in rural areas, particularly among disadvantaged social groups. With 

regard to ELT, it has documented generally low levels of English proficiency among 

learners, challenging curricula that combine literature and language, and written-only exams 

that have a strong washback on classroom practices, leading to the prevalence of translingual 

text interpretation. Teachers are much more likely to have English literature, rather than 

language (e.g., TESOL) qualifications, little in-service support, andðdespite some evidence 

of beliefs in constructivismðclassroom practices are regularly reported as being dominated 

by textbooks, teacher lecturing and rote learning, with little evidence of impact of 

progressive methodologies, and little awareness of communicative language teaching.  
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3.1. Introduction  

This literature review begins by exploring the construct of teacher expertise critically, 

discussing the various ways it has been represented in the literature. It compares expertise to 

two closely related constructs: effectiveness and experience, and argues that, despite some of 

its problematic connotations, ñexpertiseò is the most useful of all of these constructs to 

investigate in a study that aims to provide a useful description of appropriate, good teaching 

practice in contexts that are challenging. Based on this discussion, I offer a norm-referenced, 

working definition of expertise that is suitable for this study.   

Drawing on Palmer et al.ôs influential work (2001, 2005), the second section of this 

review investigates the challenge of identifying teacher expertise, discussing how this has 

been done in empirical studies and theoretical literature, and highlighting common sampling 

issues in both expertise and effectiveness studies, arguing that many adopt either too narrow 

a focus, or too naïve an understanding of the construct in question.  

The third section provides a condensed, critical metareview of the extensive literature 

on teacher expertise, summarising key findings across multiple empirical studies with regard 

to the knowledge base, cognitive processes, beliefs, personal attributes, pedagogic practice 

and professionalism of expert teachers, as a foundation for the current study.  

The fourth section will report critically on the small number of prior studies of 

language teacher expertise from around the world, including Tsui (2003), and the only study 

attempted thus far in a developing country context (Toraskar, 2015), revealing shortcomings 

with many of these.  

The final section will investigate the limited amount of research conducted into 

effective teaching practices in developing country contexts, including survey reviews, large-

scale studies and meta-analyses from across the developing world, collating a small number 

of shared findings that are likely to be of use to this study.  
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These five sections will provide a theoretical foundation, an empirical basis and a clear 

justification for this study as well as the necessary context for discussion of, and comparison 

with, my findings in due course.   

3.2. Exploring the construct of teacher expertise 

While the term expert has had common usage in English for centuries, our interest in 

ñexpertiseò is a more recent phenomenon, and began with studies of expert chess players in 

the 1960s (Glaser & Chi, 1988; Ropo, 2004), as Figure 4 reveals. Since then, researchers 

have attempted to identify and study the practice and cognition of experts in a wide range of 

domains, including music, medicine and writing. In the 1980s, Berliner and colleagues 

attempted to apply the construct to the practice of teaching, albeit with less success: ñthe link 

between expert teachers and their studentsô performance has not been as easy to establish as, 

say, the link between expert chess and bridge players and their performanceò (Berliner, 

2004, p. 200). This is likely due to the greater complexity of the endeavour of teaching; since 

the 1960s we have developed computers that can beat us at chess and perform music, but no 

computer is yet able to do what teachers do for their learners in a way that would allow us to 

characterise a program or app as an ñexpert teacherò.  

Figure 4  

Google Ngram chart showing frequency of terms óexpertô and óexpertiseô in books from 1800 

to 2019 

 

Note. © Google Books Ngram Viewer, 2020. http://books.google.com/ngrams (see here). 

https://books.google.com/ngrams/graph?corpus=26&smoothing=3&content=expert%2Cexpertise&year_end=2019&year_start=1800&direct_url=t1%3B%2Cexpert%3B%2Cc0%3B.t1%3B%2Cexpertise%3B%2Cc0#t1%3B%2Cexpert%3B%2Cc0%3B.t1%3B%2Cexpertise%3B%2Cc0


39 

 

In one sense, defining expertise is simple. Ericsson (2018, p. 3ï4) suffices with 

dictionary and Wikipedia definitions to identify three elements present in most common-

sense understandings of the construct: competence (i.e., specialist ability and/or knowledge), 

experience (as the source of the competence), and social recognition of an individual who 

possesses expertise. Expertise, in this sense, is an embodied, acquired competence. It cannot 

exist without a person, and that person cannot be a novice. However, as we investigate the 

plethora of uses of the construct of expertise in hundreds of publications in the field of 

education, we find that this word has been appropriated to serve a wide range of purposes 

(Bucci, 2003). An initial review of over 30 definitions of expertise revealed two tendencies: 

The first is a tendency towards norm referencing, in which expertise is understood 

comparative to the norm/average, either by impact (e.g., on learners) or recognition in a 

community. The second is a tendency towards criterion/criteria referencing, in which 

expertise is understood through the presence of specific features, either as possessed 

attributes, or practices. Table 2 provides examples of definitions within these two tendencies.  

While some definitions fit neatly within the four types proposed, others may include 

aspects from several types, and some authors may reference more than one type at different 

points in their discussion of the construct. An example of this is Tsui (2003), who introduces 

expertise through norm (community) referencing (ñ[expertsô] performance is regarded as 

exemplary, to be emulated by fellow members in the professionò, p. 1), then identifies her 

expert through norm (product) referencing (ñher performance on the course was 

outstandingò, p. 71), and later adopts a process-referenced definition (ñI characterize 

expertise as constant engagement in exploration and experimentation, in problematizing the 

unproblematic, and responding to challengesò, p. 277ï278).  

Thus, it can be seen that, while the three elements of Ericssonôs common sense 

definition above (competence, experience and social recognition) constitute the core features 

of characterisations of expertise in the literature, like many other key concepts in social 

practice, this is a somewhat ñfuzzyò core (Smithson & Verkuilen, 2006), and individual uses 

of the term may appropriate it to different ends. Before offering a working definition of 

expertise that will be adopted for this study, I briefly address the relationship between 

ñteacher expertiseò and two related constructs ñteacher effectivenessò and ñteacher 

experienceò, both of which are sometimes discussed as synonyms or proxies of expertise. 
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Table 2 

Norm-referenced and criterion-referenced conceptions of (teacher) expertise 

Referencing Type Example definition Other authors 

norm-

referenced 

1. product-referenced: 

expertise-as-outcome 

 

ñExperts were identified by 

their studentsô unusual 

academic successes...ò 

(Leinhardt et al., 1987, p. 

136)  

Berliner, 1986; Elferink-

Gemser et al., 2018; 

Hattie, 2003; Leinhardt 

& Greeno, 1986; Pepin 

et al., 2017; Posner, 

1988. 

2. community-

referenced: expertise-

as-role 

 

ñéan expert is someone 

generally recognised within 

society as surpassing in a 

particular sphere.ò 

(Johnson, 2005, p. 21) 

 

Agnew et al., 1994; 

Borko & Livingston, 

1989; Bucci, 2003; 

Campbell, 1991; Carter 

et al., 1987, 1988; 

Clarridge & Berliner, 

1991; Collins & Evans, 

2007; Johnson, 2005; 

Rampton, 1990; 

Swanson et al., 1990; 

Traianou, 2007. 

criterion -

referenced 

3. competence-

referenced: expertise-

as-attribute / embodied 

expertise 

ñAn expert is someone who 

is particularly skilled in a 

speciýc area, and the study 

of expertise looks at what 

characteristics experts 

possess, what procedures 

they follow, and how they 

differ from non-experts.ò 

(Johnson, 2010, p. 217) 

Bruer, 1993; Ericsson, 

2018; Gross, 2014; 

Johnson, 2010; Li & 

Zou, 2017; Milstein, 

2015; Shulman, 1987; 

Valdés et al., 2014. 

4. process-referenced: 

expertise-as-practice / 

enacted expertise  

 

ñ[Adaptive expertise] 

involves the development 

of flexible routines with 

continual adjustments 

between the needs of 

specific learners in real 

time while matching the 

needs of the communities 

of stakeholders over time.ò 

(Riel & Rowell, 2017, p. 

673) 

Bereiter & Scardamalia, 

1993; Berliner, 1988, 

2001a; 2001b; Bond et 

al., 2000; Smith et al., 

n.d.; Crawford 2007; 

Crawford et al., 2005; 

Tsui, 2003. 
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3.2.1. Teacher expertise and teacher effectiveness 

An important, but often overlooked issue when discussing teacher expertise is its 

relationship to the parallel construct of ñteacher effectivenessò, which has also been 

extensively researched as a proposed measure of teacher quality, although not always 

carefully theorised. Definitions of ñeffective(ness)ò are usually analogous to product-

referenced definitions of expertise, consistent with the implication in the word ñeffectò of an 

outcome on something else, usually assumed to be learners (e.g., McEwan, 2002; see 

Nordstrum, 2015, for critical discussion). Unsurprisingly, therefore, a number of 

effectiveness studies define effectiveness solely in terms of impact on student exam scores, 

such as Stronge et al. (2011, p. 345): ñEffective teachers were defined as those with TAIs 

[teacher achievement indices] in the top quartile; less effective teachers were defined as 

those with TAIs in the bottom quartileò. While this may seem like an objective descriptor of 

quality, it is based on the specious assumption that the ñvalue-addedò impact of an individual 

teacher on student exam scores can be reliably separated from other influences on these 

scores, such as the learnersô socioeconomic background, the influence of the wider school, or 

prior teachers. Despite many attempts to do this, even in a country with one of the most 

carefully monitored education systems in the world (the US) several authoritative studies 

have concluded that this is not possible (e.g., Darling-Hammond, 2012; Hattie, 2003; Kane 

& Cantrell, 2010). Even if it were possible to measure the value-added impact reliably, this 

would not necessarily constitute an appropriate measure of learner achievement. As the 

leading assessment statistician, Harvey Goldstein (2004) observes, ñany rise in test scores 

should not be confused with a rise in learning achievement as opposed to test-taking 

performanceò (p. 10).  

Other definitions of effectiveness interpret impact as a more complex, multifaceted 

construct, not restricted solely to exam achievement. This ranges from Coe et al.ôs (2014) 

slightly wider definition of effective teaching as ñthat which leads to improved student 

achievement using outcomes that matter to their future successò (p. 2) to more informed 

discussions, both by Campbell and colleagues (Campbell et al., 2003, 2004a), who introduce 

the concept of ñdifferentiated teacher effectivenessò, and by Brophy and Good (1986) before 

them, who note the importance of a range of impacts, while still clearly implying expertise-

as-outcome (i.e., product referencing): 
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éit is a misnomer to refer to [teachersô effects on students] as ñteacher 

effectivenessò research, because this equates ñeffectivenessò with success in 

producing achievement gain. What constitutes ñteacher effectivenessò is a matter of 

definition, and most definitions include success in socializing students and promoting 

their affective and personal development in addition to success in fostering their 

mastery of formal curricula. (Brophy & Good, 1986, p. 328) 

These concerns are also noted by Bucci (2003), Muijs et al. (2005) and Goe et al. 

(2008), and have been borne out by more recent, robust international data; the most recent 

UNESCO Global Monitoring Report to focus on accountability concludes firmly that test 

ñscores are insufficiently reliable as indicators of teacher effectivenessò:   

Test scores é are influenced by many more factors than teaching, including 

studentsô skills, expectations, motivation and behaviour; parental background and 

support; peer pressure and aspirations; school organization, resources and culture; 

and curriculum structure and content. Teachersô impact on student performance, 

furthermore, is cumulative; a student is influenced not only by current teachers but 

also by former ones. (UNESCO, 2017, p. 75) 

Hattie (2003) and Bond et al. (2000) use both terms (ñeffective[ness]ò and ñexpert[ise]ò) 

interchangeably, yet both also discuss ñexpertiseò as a more rounded construct going beyond 

impact on exam scores, and acknowledge other factors impacting upon learner achievement:  

Unlike the earlier studies of effectiveness, studies of expertise do not rely on simple 

correlations between teacher practices and student achievement because researchers 

have come to realize that many factors unrelated to teacher performance affect 

student achievement. (Bond et al., 2000, p. 16) 

Thus, expertise can be seen as a wider construct, one that can both encapsulate the 

product-referenced definitions of effectiveness (see Figure 5), yet also allow for other 

understandings of (teacher) quality without necessarily ignoring impact, as appropriate to the 

aims of researchersðsuch as myselfðseeking to develop an inductive understanding of the 

highly complex, multifaceted and situated, yet elusive phenomenon of quality in teaching. 
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 Figure 5 

The relationship between teacher expertise and teacher effectiveness 

 

3.2.2. Teacher expertise and teacher experience 

It has been said that teachers who have been teaching for twenty years may be 

divided into two categories: those with twenty yearsô experience and those with one 

yearôs experience repeated twenty times. (Ur, 1996, p. 317) 

Both longitudinal and cross-sectional research into teacher professional development and 

performance testify to an important truth reflected in the above quote: that there is no simple, 

direct correlation between teaching experience and teacher expertise (e.g., Day et al., 2006, 

2007; Goodwyn, 2011; Hattie, 2003). Discussing the key findings of one of the largest studies 

ever conducted into longitudinal professional learning of teachers (the VITAE project), Day 

and Gu (2007, p. 423) observe that ñteachers do not necessarily learn through experience; that 

expertise is not acquired in an even, incremental way; and that teachers are at greater risk of 

being less effective in later phases of their professional livesò. Consistent with research on 

expertise in all other domains of complex social behaviour studied (Ericsson & Lehmann, 

1996), these studies testify to the fact that ñexperience is a necessary, although not sufficient 

condition in the selection of expert teachersò (Palmer et al., 2005, p. 21). Given that this study 

aims to document the practices of teachers in a way that is likely to be of use to others in 

similar contexts, it takes expertise as its focus, separating it from experience, and, consistent 

with the evidence presented above (also see Bereiter & Scardamalia, 1993), rejects the 

assumption that the former inevitably develops from the latter.   

3.2.3. A working definition of expertise for this study 

In this study, I seek to understand teaching, and education, as a situated, sociocultural 

phenomenon, ña major embodiment of a cultureôs way of life, not just a preparation for itò 
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(Bruner, 1996, p. 13). I am interested in documenting examples of expertise as recognised 

locally (i.e., expertise-as-role). Thus, it is appropriate for me to search out community-

referenced instances of teacher expertise. In line with this, I define teacher expertise as 

follows, drawing, in part, on Rampton (1990) and Bucci (2003), who both argue for situated 

definitions of expertise: 

Teacher expertise is an enacted amalgam of learnt, context-specific competencies 

(i.e., embodied knowledge, skills and awareness) that is valued within an educational 

community as a source of appropriate practice for others to learn from. 

As such, I avoid the implication that it is necessarily ñbest practiceò (but it could be), 

nor product-referenced (but it could be), and choose to position it as both competence and 

practice ï teachers both have it and do it. While it is norm-referenced (insomuch as it is 

contrasted with inappropriate practice in the community), I also avoid implying that it is 

exclusive (to a minority).  

This definition is adopted cognisant of the need to provide space for community-

specific qualities of teacher expertise to emerge as the features of its embodiment become 

apparent, appropriate to the exploratory approach involved in this study. Nevertheless, I am 

also interested in understanding the extent to which teacher expertise in the context studied 

is, or is not, similar to its manifestation in other contexts across the world, hypothesising 

contingently that there may be some broadly universal aspects of interest, as well as some 

aspects that are specific to educational systems and cultures, and others that are even more 

specific to school communities or teachersô individual practice. With this aim in mind, I 

have avoided attempting to filter the literature reviewed below based on any a priori 

assumptions of what expertise should be, beyond separating it from experience (see above) 

and basic qualified status. I have reviewed all remaining literature purporting to document 

teacher expertise in my attempt to elucidate its fuzzy core.  

3.3. The challenge of identifying óexpertsô 

This section of this literature review discusses critically a number of challenges relating 

specifically to the question of how researchers find appropriate participants for expertise 
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studies (i.e., the issue of purposive, criterion-based8 sampling), with the aim of identifying 

possible means for the recruitment of participants for this study, bearing in mind the working 

definition above. As well as documenting the most common ways in which researchers have 

sought to identify expert teachers, it highlights ways in which many of these studies have 

adopted unreliable criteria, including in both qualitative and quantitative research.  

3.3.1. Palmer et al.ôs metareview 

Palmer et al. (2005) provide a useful metareview of how participants in 27 peer-reviewed 

empirical studies on teacher expertise were identified. While their categories for participant 

sampling criteria (ñmarkersò) were somewhat idiosyncratic,9 they reveal a wide range of 

strategies used in different studies, from the employment of robust, multiple criteria (e.g., 

Swanson et al., 1990) to selection based on a single criterion alone (e.g., Leinhardt & 

Greeno, 1986). These are summarised in Table 3. While community referencing and 

competence referencing were both common, product referencing was fairly rare and process 

referencing was not apparent ï it is more often discussed in definitions or descriptions of 

expertise based on literature reviews (e.g., Bond et al., 2000) or as a finding of expertise 

studies (e.g., Crawford, 2007; Tsui, 2003). Palmer et al. note a number of the challenges 

involved in employing such varying criteria in what are at times ñhaphazardò (p. 21) 

selection procedures, particularly regarding construct validity, and the use of a single 

criterion or single criterion plus experience. They go on to recommend a two-gated multiple 

criteria process to encourage greater rigour in participant selection (discussed further in 4.2).  

3.3.2. Common sampling issues  

Probably the most common sampling strategy used in expertise studies is what Palmer et al. 

(2005) call ñsocial recognitionò, often employed as the sole or primary criterion for selecting 

participants. This has occurred most often through recommendations of specific teachers as 

ñexpertsò from district education officials, such as school inspectors or teacher trainers (e.g., 

Li & Zou, 2017), school headteachers and colleagues (e.g., Toraskar, 2015), or a 

 

8 Sampling criteria should not be confused with criterion-referenced definitions of expertise discussed above. A 

sampling criterion could be based upon either criterion-referenced (e.g., possession of specific attributes) or 

norm-referenced (e.g., social recognition) definitions of expertise. 
9 For example, including mentoring roles under ñperformance criteriaò and higher qualifications as 

ñprofessional/social group membershipò (p. 17). 
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combination of these (e.g., Milstein, 2015). Such recommendations are subject to the 

personal bias of individuals who may have a rather one-sided interest in teachersô practice, 

and so should be avoided in isolation (Palmer et al., 2005). Further, given that few such 

recommenders are likely to have experience teaching more than one subject, their óexpertiseô 

when nominating teachers of other subjects is likely to be limited (Yang, 2014).    

Table 3 

Summary of criteria for selecting participants in teacher expertise studies discussed by 

Palmer et al. (2005). 

Criterion  

(# studies) 

Description Critical notes 

Teaching 

experience (16 

studies) 

Most studies required at least 5 yearsô 

experience. Prerequisite only. 

Authors note that experience is  

ñnecessaryò but ñnot sufficientò 

for the selection of expert 

teachers (p. 21). 

Social recognition 

(17 studies) 

Includes nomination from relevant 

stakeholders: headteachers, other 

teachers, students, parents, local 

education authority, inspectorate and 

teacher educators familiar with 

context. 

16 of 17 studies also used other 

criteria. 6 of 17 used multiple 

stakeholder nomination. 

Professional/social 

group membership 

(13 studies) 

Included teacher certification, holding 

an advanced degree, participation on 

teacher education course, status as a 

mentor teacher or teacher educator as 

well as membership in an educational 

organisation. 

Unusual choice of term.  

Many of studies involved 

ñcooperating teacher(s)ò, who 

had been studied by researchers 

before. Never used in isolation. 

Performance 

criterion (16 

studies) 

Including through learner exam 

performance, teacher rating (e.g., by 

inspectorate or headteacher), 

comparison to colleagues, as well as 

descriptions of qualities (i.e., 

competence referenced), receipt of 

awards, senior responsibilities, 

conference and other public 

presentations, and teacher self-

evaluation. Also included researcher 

screening and observation of lessons.  

A rather large category 

including a wide range of 

criteria, many of which are not 

obviously performance related. 

Often a combination of several 

performance criteria were 

involved. Those that were 

competence-referenced often 

involved high inference criteria. 

 

Another problematic single criterion often used (e.g., Leinhardt & Greeno, 1986) 

involves selecting teachers solely on the basis of learner exam performance, problematic due 
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to the challenge of identifying the ñvalue-addedò impact of an individual teacher discussed 

above (see 3.2.1) and acknowledged by Palmer et al. (2005, p. 22). Also as discussed above, 

even if it were possible to isolate such teachers, it cannot and should not be assumed that 

learner exam performance is an appropriate and sufficient indicator of teacher expertise. 

While one might expect that the learners of expert teachers would do well in exams, it may 

be the case that those teachers whose learners score highest in exams are in fact ñefficient 

child-crammers rather than excellent pedagoguesò (Kuchah, 2013, p. 85; also see Amrein-

Beardsley, 2007; Campbell et al., 2003; Goe et al., 2008).  

A third issue relates closely to the second. A number of studies have selected 

participants whose practices are consistent with those documented in prior literature on 

teacher effectiveness or expertise (e.g., Bond et al., 2000; Milstein, 2015). However, if the 

previous sampling error has caused researchers to identify only teachers whose learners 

perform well in exams, such an approach is likely only to find more such teachers, leading to 

further embedding of these mischaracterisations of expertise in the literature.   

Finally, an issue that was present in a number of studies reviewed (e.g., Sabers et al., 

1991; Smith Feger, 2009; Westerman, 1991) involves what might be called Pygmalion 

sampling, in which a researcherôs own bias regarding what constitutes expert teaching, or 

teachers, seems to have influenced their choice of participants for the study; i.e., they select a 

teacher whose practices are consistent with a personal theory of effective teaching. They 

then document the practices of this teacher and present these as evidence to support the 

theory that has been used to select them ï a problem of circular reasoning.  

3.4. Teacher expertise: Key findings from the wider literature 

Underpinning the research questions, design and theoretical basis of this study is the 

hypothesis that teacher expertise in challenging contexts in developing countries is likely to 

share a number of features with expertise as studied in more privileged contexts, alongside 

certain features that are distinct to the context in question and others that are shared 

primarily with other low-income contexts. In order to be able to demonstrate this, this 

section of the literature review discusses findings from prior research on teacher expertise 
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worldwide (although the majority of studies were conducted in the USA10). Given the 

extensive literature involved and the space limitations of this thesis, the following is a 

summary of salient findings only.  

3.4.1. Literature review methodology 

Initial searches through ERIC and Google Scholar were supplemented with searches through 

Proquest, PubMed and Web of Science to identify over 500 peer-reviewed papers, books and 

PhD studies of potential significance to teacher expertise,11 including influential works 

beyond the field of teaching per se (e.g., Bereiter & Scardamalia, 1993; Dreyfus & Dreyfus, 

1986) that were reviewed for theoretical significance. I then screened these a second time for 

studies of teacher expertise as discussed above, excluding approximately 350 irrelevant 

studies, such as those that use the term ñexpertiseò to refer to general subject competence or 

knowledge (e.g., Aktekin & Celebi, 2020) or more commercial titles referencing ñexpertiseò, 

yet involving general discussions of author-interpreted best practice (e.g., Loughran, 2012; 

Mead, 2019). A further 26 were rejected due to insufficient evidence that appropriate criteria 

had been applied in the selection of participants (specifically selection based on experience 

and/or qualifications alone; e.g., Farrokhi et al., 2011; Stewart, 2006). 133 papers and books 

were read in full . Among these, 75 research papers reported on 67 original empirical 

studies12 from which the findings below are summarised, with occasional reference to 

theoretical literature where required.  

Given the rather varied understandings of expertise and related sampling issues 

discussed above, as well as the diversity of levels (from primary to tertiary and adult), 

subject foci (sometimes various, sometimes subject specific) and contexts around the world, 

I here prioritise findings that are more robust, being shared between at least four separate 

studies, either from different educational systems or at different levels (e.g., primary and 

secondary). Where I refer to ñstrong evidenceò, six or more studies supported a finding, and 

ñsome evidenceò, two or three supporting studies were found. For reasons of space, only one 

to two example citations are provided. Table 17, in Chapter 11 provides a full list of the 

robust findings, identifying 92 in total that were shared by four or more studies (further 

 

10 59% of studies reviewed. 
11 Only studies published in English were returned by the databases. 
12 Sometimes two papers reported on the same data set and/or findings; these were merged (e.g., Crawford, 

2007 and Crawford et al., 2005). 
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citations are given there). As Table 17 also presents key findings of this study, it is not 

presented here. 

The findings are organised into the following categories, which were developed during 

the review to reflect the varying foci of the studies: 

1. the knowledge base 

2. the cognitive processes 

3. the beliefs     of expert teachers 

4. the pedagogic practice 

5. the nature/attributes      

6. the professional practice 

 

3.4.2. The knowledge base of expert teachers 

There is strong evidence that expert teachers (ETs) have an extensive knowledge base which 

is well organised, integrated and readily accessible during practice (Bond et al., 2000). This 

includes extensive knowledge about their learners (Hanusova et al., 2013), the curriculum 

(Lawrie et al., 2019) and their subject (Smith & Strahan, 2004). There is also evidence of 

extensive pedagogical knowledge (Swanson et al., 1990) and well developed self-regulatory 

knowledge (Bullough & Baughman, 1995) as well as partial evidence of knowledge about 

their teaching context (Berliner, 1988). A number of authors have proposed specific 

constructs to describe this integrated knowledge base, particularly Shulmanôs (1987) 

Pedagogical Content Knowledge (PCK), a ñspecial amalgam of content and pedagogyò 

argued to be essential to effective teaching (p. 8), and strongly supported in ET studies (e.g., 

Gudmundsottir, 1991). There is some evidence that expert language teachersô declarative 

knowledge (e.g., about grammar, lexis and phonology) (Tsui, 2003) and their own language 

proficiency (Andrews & McNeill, 2005) is better developed than that of non-expert teachers.  

The question of whether the knowledge base described here is unique to ETs or merely 

a prerequisite for expertise is debatable (see Hattie, 2003). Both Gatbontonôs (1999) and 

Housner and Griffeyôs (1985) studies, for example, involved ñexperienced teachersò who 

demonstrate much of the expertise that Hattie (2003) argues is specific to experts.  
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3.4.3. Cognitive processes of expert teachers 

There is strong evidence that expert teachers have an extensive range of automated cognitive 

processes and heuristics, employed both when teaching (Allen & Casbergue, 1997) and 

when planning (Borko & Livingston, 1989). It is speculated in the wider expertise literature 

that this automation frees up mental resources for less predictable occurrences (e.g., 

Feltovich et al., 1997). This is consistent with strong evidence that ETs have high awareness 

of what is happening in class (Wolff et al., 2015), and are able to attend primarily to relevant 

information during instruction (Carter et al., 1988), deal effectively with the unexpected 

(Borko & Livingston, 1989) and make appropriate decisions as a result, for example, to 

avoid disruption of the lesson (Westerman, 1991). Partial evidence of well developed 

metacognition among ETs (Yuan & Zhang, 2019) and their greater willingness to make 

value judgements when compared to less experienced teachers in laboratory studies (Sabers 

et al., 1991) are also of note. 

There is also strong evidence that ETs are able to solve novel problems effectively, 

engaging in what Bereiter and Scardamalia (1993, p. 81) call ñprogressive problem solvingò 

to do so, documented well in Tsuiôs study of an ET who regularly ñproblematised the 

unproblematicò (2003, p. 267), and learnt from this process, consistent with Schºnôs model 

of reflection-in-action (1983; see Anderson, 2019). 

3.4.4. Beliefs of expert teachers 

While there is evidence that some beliefs of ETs are culturally relative (Rollett, 2001; Stigler 

& Miller, 2018), there is also clear evidence that others are shared cross-culturally. These 

include strong evidence that ETs have a sense of moral duty (Hanusova et al., 2013; Yang, 

2014), even ñmissionò, driving them (Campbell, 1991, p. 37), and evidence of a related 

belief in facilitating growth ñof young people as whole human beingsò (Campbell, 1991, p. 

37; Milstein, 2015).  

A large number of studies provide strong evidence of a belief among ETs in the 

importance of building good relationships with oneôs learners (Schempp et al., 2002; 

Sorensen, 2014), with authors occasionally employing parental metaphors to describe such 

relationships (e.g., ñmotheringò; Bullough and Baughman, 1993, p. 91); this is often linked 

to a frequently reported belief in the importance of knowing oneôs learners well (Smith & 

Strahan, 2004; Tsui, 2003).  
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In the area of motivation and expectations, there is consistent evidence that ETs see it 

as important to motivate (Li et al., 2011; Traianou, 2006) and/or engage learners (Asaba, 

2018; Milstein, 2015) in the learning process. While many also believe in the importance of 

setting ñhigh challengesò (Hattie, 2003) or ñhigh expectationsò (Sorensen, 2014) for their 

learners, they resist blaming their learners for shortcomings (Goodwyn, 2011; Smith & 

Strahan, 2004), and frequently accept ultimate responsibility for success and failure in the 

classroom (Gross, 2014; Schempp et al., 1998), although many also believe learners need to 

take responsibility for their own studies and behaviour (Gross, 2014). 

There is evidence that ETs, at least in Anglophone countries, exhibit respect for their 

learners (Bond et al., 2000; Sorensen, 2014), and avoid making a priori assumptions about 

them (Carter et al., 1987), including what one ET called the ñlabelling effectò caused by 

streaming practices in some educational systems (Tsui, 2003, p. 91). They believe in treating 

learners as individuals with diverse needs and backgrounds (Blackwell, 2020; Rollett, 2001).  

While there is greater diversity among ET beliefs about effective teaching practices, 

there is strong evidence of beliefs in aspects of constructivism (Chen & Rovegno, 2000; 

Lawrie et al., 2019), particularly a belief in linking learning to learnersô lives, experiences 

and prior schemata (Gudmundsdottir, 1991; Yang, 2014), and some evidence that they 

believe in developing learnersô study skills/autonomy (Li & Zou, 2017). In language 

teaching, there is evidence that ETs believe in the importance of skills practice (Toraskar, 

2015; Tsui, 2003), and partial evidence of a belief in developing learnersô communicative 

competence in the target language (Hanusova et al., 2013; Li & Zou, 2017).  

3.4.5. Pedagogic practice  

Perhaps the most important observation to be made with regard to ETsô planning and 

teaching is that it varies, even when subject-specific analysis is conducted. This is 

particularly noticeable in comparative case studies (e.g., Milstein, 2015; Pepin et al., 2017; 

Sorensen, 2014), and this observation may help to explain why there is less detail in this 

area, particularly with regard to issues of specific approaches or methods adopted, including 

in the area of language teaching.  

With regard to the preactive phase of teaching (i.e., planning and preparation; Jackson, 

1968), there is strong evidence of two, seemingly contradictory findings; that ETs plan 

carefully (Berliner, 2004; Leinhardt, 1989), but also that, for many, this planning may not 
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require any writing (Borko & Livingston, 1989; Westerman, 1991) ï it seems that, for such 

ETs, ñplanning is a thinking skillò (Scrivener, 2005, p. 109), rather than a document 

preparation task. There is also strong evidence that ETs consider both their learnersô needs 

(Lawrie et al., 2019) and their long-term objectives (Pike, 2014) when planning, yet their 

plans remain flexible and contingent, allowing for final decisions to be made while teaching 

(Tochon & Munby, 1993). In the related area of materials preparation and use, there is also 

evidence that ETs develop their own teachingïlearning materials (TLMs) and resources (Lin 

& Li, 2011; Pepin et al., 2017), making regular use of such TLMs in class (Yang, 2014), 

with several studies also reporting the effective integration of educational technology and IT 

tools (Pepin et al., 2017). There is partial evidence that some ETs make only limited use of 

core curriculum materials (e.g., textbooks) (Chen & Ding, 2018) and two studies in language 

teaching indicating that some ETs also make use of ñauthentic materialsò (Andrews & 

McNeill, 2005; Tsui, 2003). 

In class, there is strong agreement that ETs exhibit considerable flexibility, able to 

improvise while teaching (Bond et al., 2000; Even & Gottlib, 2011) and respond to learning 

as it happens, indicating that both Yingerôs (1987) construct of ñimprovisational 

performanceò and Andersonôs (2019) of ñinteractive reflectionò may both be important 

components of ET practice (Asaba, 2018). Yet they are able to do this without abandoning 

their pre-planned intentions for the lesson. As Borko and Livingston (1989) note, ETs are 

ñvery skillful at keeping the lesson on track and accomplishing their objectives while also 

allowing studentsô questions and comments to be spring-boards for discussionsò (p. 481; also 

see Westerman, 1991).  

With regard to lesson structure, there is strong, consistent evidence that expert teachers 

have clear routines and procedures (Leinhardt & Greeno, 1986), often established at the start 

of the year (Leinhardt et al., 1987). Four studies report teachers who regularly conclude 

lessons with a summary activity (e.g., Lin & Li, 2011), and there is some evidence for ETs 

providing signposting throughout the lesson (Westerman, 1991) and cohesion between 

activities (Even et al., 1993).  

There are comparatively few shared findings with regard to behaviour management, 

although there is some evidence that experts are able to ñanticipate and prevent disturbances 

from occurringò (Hattie, 2003, p. 7; also Westerman, 1991); the relative lack of discussion of 

responsive behaviour management (i.e., how ETs deal with misbehaviour) supports Hattieôs 
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assertion. Consistent with this, and with several beliefs documented above, ETs have 

frequently been found to ñ[create] positive, accepting learning environmentsò (Schempp et 

al., 2002, p. 105;  Smith & Strahan, 2004), where mutual respect and close, meaningful 

relationships are the norm (Gross, 2014; Yang, 2014) and positive reinforcement is frequent 

(Goodwyn, 2011); this combination may lead to lower levels of disruptive behaviour. Also 

consistent with two frequently documented beliefs, ETs are able to engage learners in class 

(Bond et al., 2000; Milstein, 2015), particularly through enjoyable, intrinsically motivating 

practices (Arani, 2017).   

With regard to teaching approaches, the evidence points to significant diversity, with a 

large number of studies documenting ETs both making use of whole-class teaching (n = 10; 

e.g., Leinhardt, 1989) and using learner-independent activities (n = 10; e.g., Smith & 

Strahan, 2004), and several reporting ETs balancing between both teacher-led and learner-

centred interaction formats (e.g., Leinhardt & Greeno, 1986; Sorensen, 2014). Similarly, in 

language teaching, there is evidence of  ñinformed eclecticismò in practice from two studies 

(Hanusova et al., 2013, p.33; Tsui, 2003).  

During whole class teaching (WCT), studies invariably report that it is predominantly 

interactive (including questioning, elicitation and discussion [e.g., Arani, 2017], rather than 

one-way lecturing) and several document ETs using a variety of means to explain or teach a 

specific point or concept (Schempp et al., 2002). Frequent questioning by ETs, not only 

during WCT, is documented to involve both closed (e.g., Traianou, 2006) and more open-

ended questions (e.g., Varrella, 2000), with some involving a focus on higher order and 

critical thinking skills (Torff, 2006). Mainly, but not exclusively during WCT, there is very 

strong evidence (n = 19) that ETs regularly link lesson content toðor build it uponð

learnersô prior knowledge and life experience (Chen, 2001; Meyer, 2004), consistent with 

the above-documented belief in this among ETs. 

With regard to what are often described as ñlearner-centredò activities (e.g., 

Schweisfurth, 2013), there is very strong evidence of the regular use of collaborative 

learning (i.e., pairwork and groupwork) in the lessons of ETs (Gross, 2014), with some 

evidence of the more specific practices of cooperative learning (Berliner, 1991), and peer-

tutoring/instruction of various types (Chen & Rovegno, 2000). There is evidence that ETs 

monitor learner seatwork and groupwork during activities (Smith & Strahan, 2004), 

particularly to provide one-to-one tutoring and personalised support (Gross, 2014). While the 
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nature of activity types used by ETs varies, there is strong evidence that some make regular 

use of inductive (e.g., problem-based/discovery) learning (Traianou, 2006; Yang, 2014).  

In these many, varied accounts of ET practice, there is strong evidence from both 

WCT and independent activities of ETs scaffolding learning effectively (Andrews & 

McNeill, 2005), and of their developing learnersô understanding of content (Hayden et al., 

2020), rather than simply knowledge. There is also strong evidence that they are able to 

provide differentiated instruction according to learnersô needs, interests and challenges 

(Goodwyn, 2011; Hattie, 2003), and also that many focus on developing learnersô 

autonomous study skills, encouraging responsibility, metacognitive awareness and self-

directed learning among their learners (Chen, 2001).  

While there is little discussion of summative assessment practices in the ET literature, 

there is evidence of several ETs regularly focusing on exam task skills and awareness 

raising, particularly in contexts where the influence of high stakes exams is strong (e.g., 

China; Yang, 2014). Formative assessment seems to be an important element of ET practice, 

with strong evidence from a wide range of contexts (e.g., Hayden et al., 2020), consistent 

with Black and Wiliamôs (1998) findings in this area. In line with constructivist practices 

described above, new instruction is often reported to be preceded by assessment of 

current/prior knowledge (Meyer, 2004; Westerman, 1991), and there is strong evidence of 

ETs providing extensive, qualitative feedback to learners on their progress (Blackwell, 

2020). They are also observed to engage learners in the assessment process (e.g., self-

assessment, peer assessment; Hayden et al., 2020), and able to make use of visual cues to 

assess both engagement and learning (Webb et al., 1997), consistent with the most regularly 

documented finding among ETs in the area of assessment, that it is dynamic and integrated 

throughout lessons (Asaba, 2018; Westerman, 1991). 

3.4.6. The personal attributes of the expert teacher 

While early ñpresageïproductò studies uncovered relatively little about the relationship 

between teachersô personalities and their effectiveness (Campbell et al., 2004a), research on 

ETs indicates the regular presence of certain attributes and qualities among them. Firstly, 

there is strong evidence that ETs are passionate about their work in general (Bond et al., 

2000), some evidence that they have a passion for the subject they teach (Goodwyn, 2011) 

and strong evidence that they enjoy the act of teaching itself (Rollett, 2001). Numerous 
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studies (n = 11) indicate that ETs care, often deeply, for their learners (Gross, 2014), 

suggesting that many may posses what Rogers calls unconditional positive regard, ñthe kind 

of attitude that is most likely to lead to trustò (Rogers & Sanford, 1984, p. 1379), and may be 

the source of the tendency among ETs documented above to avoid blaming their learners for 

their shortcomings.   

With regard to aspects of personality, there is evidence both that many ETs have 

strong motivation to succeed (i.e., ambition; Milstein, 2015), and that many are fairly 

independent or autonomous in their behaviour (Carter et al., 1987), although they do 

collaborate (see below). Some ETs have been documented to be unusually emotional 

(possibly pride-related; Berliner, 1988; Tsui, 2003), and others to possess resilience, 

particularly in more challenging circumstances (Campbell, 1991). There is also strong 

evidence that many have ñpositive self-imagesò (Rollett, 2001, p. 27), ña sense of confidence 

in themselvesò (Smith & Strahan, 2004, p. 365) or ña high level of self-efficacyò (Hanusova 

et al., 2014, p. 869), an insight, perhaps, into the source of the autonomy, ambition and 

resilience that many seem to possess.  

3.4.7. Professionalism 

There is strong evidence in the literature on ETs that they are often highly dedicated 

practitioners, willing to work hard when required (Bullough & Baughman, 1995). Many 

have a strong desire to continue learning (Schempp et al., 1998) through, for example, CPD 

activities (Hanusova et al., 2014) and in-service qualifications (Tsui, 2003).  

There is very strong evidence that ETs value professional communities of practice, and 

collaborate regularly (Gross, 2014); many share resources with colleagues (Pepin et al. 

2017), also helping them as leaders (Smith & Strahan, 2004), mentors, or on a more informal 

level, as peers. As Traianouôs (2006) ET observes: ñI feel able to support colleagues with 

any difficulties. Other teachers have told me that I have helped them to understand thingsò 

(p. 66). 

Finally, there is strong evidence that ETs challenge themselves regularly by 

innovating,  experimenting and taking risks (Milstein, 2015; Tsui, 2003). Many are also 

documented to reflect extensively on their practice (Campbell, 1991; Lawrie et al., 2019), 

often critically (Hanusova et al., 2013). Tsui (2003) links these different areas of 

professional practice together, noting that her ET, ñwas continuously working at the edge of 
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her competence é constantly reflecting on her teaching, making further improvements by 

seeking professional input and trying out ways to improve her own classroom practices.ò (p. 

103). 

***  

This third section of the literature review has identified a large number of similarities 

among studies of teacher expertise around the world, relating to the knowledge, cognition, 

beliefs, attributes, pedagogic practice and professionalism of expert teachers. The studies 

reviewed represent a variety of levels (although 48% involve secondary level) and a wide 

range of subjects (maths, sciences, foreign and second languages, language arts, physical 

education, music and dance). The only area of clear bias is national, with 59% of studies 

reviewed conducted in the USA, although 12 other countries are also reported from.  

3.5. Studies on language teacher expertise 

While this study avoids a strong subject-specific focus, it acknowledges that studies on 

language teacher expertise are likely to be of greater relevance to mine. Thus, this section 

looks at such studies in greater detail to enable cross-comparison with my findings later in 

the thesis. 

Surprisingly few empirical studies have been carried out that claim a focus on 

second/foreign language teacher expertise. Of these, a number were rejected because 

selection criteria only included experience and/or qualification (Farrell, 2013; Farrokhi et al., 

2011; Shin & Kellogg, 2007; Stewart, 2006; Wang, 2018; Yazdanmerh & Akbari, 2015; 

Yazdanpanah & Rahman, 2018), which, as discussed above, are alone usually considered 

insufficient for a study to be characterised as one of teacher expertise (Palmer et al., 2005; 

Tsui, 2009). The remainder are summarised in Table 4 and discussed below. 
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Table 4 

Prior studies on language teacher expertise 

Author/year Type of study Context; level; 

subject focus 

Participant details 

reported 

Tsui, 2003 Qualitative case study 

conducted in one 

school over an 

academic year. 

Hong Kong; 

secondary; English. 

4 teachers: 1 expert, 2 

experienced non-

experts, 1 novice.   

Toraskar, 2015 Qualitative case study, 

conducted in 3 schools 

in the same city.  

Pune, India; 

secondary; English. 

3 expert teachers. 

Andrews & McNeill, 

2005 

Brief case studies, 

incl. observation and 

interviews. 

Hong Kong and UK; 

secondary and tertiary; 

English. 

3 ógoodô teachers, also 

characterised as 

experts. 

Hanusova et al., 2013, 

2014; Ulicna et al., 

2016 

Interviews, qualitative 

analysis. 

Czech republic; 

secondary; English 

and German. 

30 expert teachers, 8 

of whom participated 

in 2nd and 3rd studies.  

Li & Zou, 2017 Mixed methods study 

on expert teachersô 

lesson planning. 

Shanghai, China; 

secondary; English. 

5 expert, 10 

experienced non-

experts, 6 novices. 

Yuan & Zhang, 2019 Study on identity 

involving interviews, 

qualitative data. 

China; primary; 

English.  

2 expert teachers, 2 

former expert 

teachers. 

3.5.1. Tsuiôs study 

Tsuiôs (2003) case study is well known. It involves four teachers working in the same school 

in Hong Kong, one of whom, Marina, is selected and discussed as an expert teacher. Tsuiôs 

research questions (p. 245) were: 

1. What are the critical differences among expert, experienced, and novice teachers?  

2. How does a teacher become an expert teacher?  

3. What are the critical factors that shaped the development of expertise?  

Tsuiôs study offers a convincing, detailed description of a teacher whose practices 

reveal evidence of expertise, through her dedication, professionalism, critical reflection and 

high standards, both for herself and her learners. She also provides useful evidence of the 

importance of problematization of practice in the development of teacher expertise.  
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However, Tsuiôs study is undermined by two weaknesses. Firstly, despite only 

involving one ñexpert teacherò, she goes on to offer a generalised characterisation of expert 

language teacher practice in her final chapter that, she admits (p. xii), is heavily influenced 

by Bereiter & Scardamaliaôs (1993) research on writing expertise. Tsui does not hedge her 

findings, nor acknowledge the danger of generalising from a sample size of one.  

Secondly, Tsuiôs sampling strategy is problematic. The ñexpertò teacher chosen had 

thrice studied for in-service qualifications in Tsuiôs own university faculty, with Tsui as her 

personal tutor on two occasions, including during Marinaôs MA, which was apparently 

concurrent with Tsuiôs study.13 Tsui is not transparent about this relationship, stating that 

Marina was selected ñon the basis of the very positive comments on her as a teacher from 

her course tutors, her principal, her colleaguesò (p. 71). It is clear that Tsui had an influence 

on Marinaôs practice (Marina acknowledges this several times; pp. 90ï91, p. 96), but Tsui 

discusses neither this, nor the ñreactivityò (Atkinson & Hammersley, 2007) that is likely to 

occur in a study involving a teacher for whom she was practicum supervisor.  

3.5.2. Toraskarôs study 

Toraskarôs (2015) PhD case study of three expert Indian (Pune, Maharashtra) secondary 

exam class teachers is of great potential relevance to my research. Her research questions (p. 

3) aimed to elucidate:  

1. definitions of ELT expertise among the local community;  

2. the effects of the ñsociocultural contextò on ñshaping EFL teacher expertiseò; 

3. characteristics of the teachers, both in terms of their classroom practices and 

participation in the local community.  

Unfortunately, Toraskar has significant difficulty answering these interesting research 

questions. With regard to the first, she conducted only two interviews for only one of her 

three participants (she failed for the other two), and these, she admits (pp. 85ï86), were 

largely unsuccessful, causing her to speculate on the answer based on indirect evidence. In 

the discussion of her second research question she fails to address sociocultural theory 

 

13 Both were stated as ongoing during Marinaôs eighth year as a teacher (see p. 71 and p. 82). 
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entirely (pp. 273ï279), offering only a description of the many contextual challenges that her 

participant teachers and their learners faced. 

Concerning her third question, Toraskar documents several interesting shared 

characteristics of the participant teachers in reasonable detail, including principled use of 

learnersô languages for a range of purposes, their understanding of their learnersô challenges, 

natures and needs, and some evidence that the participants had well-developed pedagogical 

content knowledge, although the complete absence of lesson extract data from her findings is 

concerning; only a few decontextualised ñexamplesò are presented in the methodology 

chapter (pp. 77ï82).  

Two further concerns include her sampling strategy and exam class focus. She relied 

primarily on the opinions of a small number of ñschool principals/peersò to identify ñgoodò 

teachers (pp. 65ï66), a characterisation that Berliner perceives insufficient for the 

identification of expertise (Brandt, 1986). Further, her decision to study solely high-stakes 

exam class teachers almost certainly limits the accounts of expertise she offers severely, 

given Modyôs (2013, p. 31) observation (also in Maharashtra) that ñall teachingïlearning in 

Class 10 is limited to preparation for board examsò and the related danger documented above 

(3.2.1 and 3.3.2) of mistaking effective exam preparation for expert teaching.  

Toraskarôs study is further marred by confusing discussion of data analysis and the 

inclusion of very few research tools, data extracts and audit trails in her appendices, all of 

which are necessary to provide the transparency that Bucci (2003) argues is a ñvitalò 

component of any study of teacher expertise. As such, I have treated this study with caution, 

drawing only on direct quotes from the teachers and lesson observation notes as potentially 

useful evidence. 

3.5.3. Other language teacher studies with more specific foci 

The study by Andrews and McNeill (2005) involves three ñexpertò (p. 174) teachers who 

received the highest grade on an advanced in-service practical qualification, a possible 

indicator of expertise (cf. Hattie, 2003). The authors focused primarily on aspects of their 

participantsô knowledge, noting that all exhibited extensive subject knowledge, albeit with 

ñgapsò (p. 174), well-developed PCK, knowledge of learnersô difficulties and confidence 

engaging with language-related issues in the classroom. In the area of professional practice, 

all exhibited reflective skills, self-awareness, ña love of languageò (p. 174) and clear interest 
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in their further (lifelong) learning. Only limited details are offered on their classroom 

practice, although these suggest they balanced form-focused instruction with more meaning-

focused practice opportunities. 

The three studies by Hanusova and colleagues (2013, 2014; Ulicna et al., 2016) appear 

to have involved well-theorised research questions as well as sufficient detail on 

methodology, which involved extensive data collection and transparency in coding 

procedures. Their sampling strategy was consistent with recommendations in the literature, 

as discussed above. The first study (2013) sought to analyse the nature of 30 foreign 

language teachersô expertise through semi-structured interviews following lesson 

observations. While their discussion is heavily dominated by Sternberg and Horvathôs 

(1995) prototype, their findings are broadly consistent with a number of prior studies on 

expert teachers (e.g., Bond et al., 2000). They find evidence that their ETs have a holistic 

understanding of language and language teaching, recognise the importance of collaboration 

with colleagues, are interested in innovation and experimentation, and share both a critical 

perspective on their own competencies and the ability to form their own professional 

philosophy of practice. The second and third studies (Hanusova et al., 2014; Ulicna et al., 

2016) involved more detailed interviews with eight of these teachers to analyse important 

features of their professional development and identity. They found that self-knowledge, 

intrinsic motivation, value system, job satisfaction, openness to change and ability to cope 

with the demands of the profession were all key features of participantsô self-image 

(Hanusova et al., 2014), and that they engaged in lifelong learning, autonomous self-

development through reflection and experimentation, valued their learnersô opinions and 

worked closely with colleagues in mentoring roles (Ulicna et al., 2016). Unfortunately, none 

of these studies focused on classroom practices, providing little insight in this area, although 

they do support the hypothesis that in other aspects of their practice (e.g., knowledge base, 

cognition, identity, beliefs), no noticeable differences from teachers of other subjects are 

apparent.  

Li and Zouôs (2017) study of expert, experienced and novice EFL teacher lesson 

planning involved only single-criterion sampling (recommendations of local in-service 

teacher trainers) and involved artificial group planning sessions and interviews, rather than 

observation of participantsô naturally observed planning procedure, hence it has low 

ecological validity. Nonetheless, they found that their ETs planned with greater ñfluency and 

efficiencyò (p. 236) than experienced or novice participants, and were more inclined to 



61 

 

propose more learner-centred lesson structures, with greater emphasis on meaning-focused 

activities and responsive form focus in the latter part of the lesson.  

Yuan and Zhangôs (2019) study focused on ñidentity (re)constructionò (p. 1) of two 

ETs and two former ETs. Their sampling procedure was acceptable, although ñteaching 

awardsò (p. 7) are not qualified (see Berliner, 1986 and Tsui, 2005, for critical discussion). 

The two ETs in the study provide evidence of continuous, sometimes critical reflection, a 

desire to continue learning and an active CPD. One of the two active teachers, Qing, reports 

being a teacher researcher (p. 15), and the other, Hong, reports developing a soft CLIL-like 

approach to promote meaningful interaction (p. 16), and developed her learnersô homework 

self-evaluation skills. There is evidence that both exhibited care for their learners and an 

interest in supporting disengaged/lower-achieving learners (pp. 18ï21), although the authors 

relied entirely on self-report data, which should be treated with caution (Borg, 2006).  

***  

This fourth section of the literature review has revealed a paucity of prior studies on 

language teacher expertise, which alone would suffice to justify the current study. However, 

the fact that many of these are marred by shortcomings provides further justification. Of 

those findings reported in the more reliable studies, the majority are consistent with those of 

the wider literature, indicating that many features of language teacher expertise are 

consistent with those of teachers of other subjects.  

3.6. Effective teaching in the Global South 

The final section of this literature review addresses prior research from the Global South. 

Excluding Toraskarôs (2015) problematic study, no other research on teacher expertise from 

lower-income contexts was found. In the absence of such research, this section of the 

literature review discusses evidence from studies that document ñeffective pedagogyò in 

developing countries, given the significant overlap between the constructs of effectiveness 

and expertise noted above. Westbrook et al.ôs (2013) definition of effective pedagogy for 

developing country contexts is adopted here: ñthose teaching and learning activities which 

make some observable change in students, leading to greater engagement and understanding 

and/or a measurable impact on student learningò (p. 8). This section of the review is mainly 

limited to the findings of more rigorous (likely more reliable) studies, including survey 
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reviews, large-scale studies and meta-analyses from low- and lower-middle income 

countries. Evidence comes mainly from Sub-Saharan Africa and South Asia, although one 

study from Chinaôs lowest income province was also included (Park & Hannum, 2001). Both 

qualitative research (e.g., Pryor et al., 2012; Westbrook et al., 2013) and quantitative studies 

since 2000 were reviewed, although the statistical, often econometric analyses included (e.g., 

Aslam & Rawal, 2015) shed little light onto classroom practices, as noted in Muralidharanôs 

(2017) and Alexanderôs (2015) critiques (see 1.1. and 1.3 above). 

Two general findings of importance emerge from this review, firstly that there is clear 

evidence that teacher quality matters14 in developing countries, possibly even more than in 

developed countries (Buhl-Wiggers et al., 2018), and that more effective teachers have a 

strong positive impact on a range of measures of learning outcomes of their learners (Aslam 

& Kingdon, 2011; Buhl-Wiggers et al., 2018; Conn, 2017; Park & Hannum, 2001; Power & 

McCormick, 2014). Secondly, there is evidence of the ñdeeply contextualò nature of 

effective pedagogy in at least some contexts in the Global South (Aslam et al., 2016, p. iii; 

also Alexander, 2008). To illustrate this, a number of studies note that teachers who come 

from their learnersô village are more effective than ones who do not (Aslam & Rawal, 2015; 

Park & Hannum, 2001; Singh, 2013); a difference that may be, in part, language/dialect-

related. The following sections document findings in more specific areas of practice. 

3.6.1. Curriculum coverage and planning 

Despite evidence that curricula are frequently overambitious in developing country contexts 

(Alexander, 2000; Banerji, 2019a; Pritchett & Beatty, 2012, 2015; World Bank, 2019b), 

there is evidence that more effective teachers are able to manage and tailor this curriculum 

appropriately to their learnersô needs (Westbrook et al., 2013). Correlations have also been 

found between careful planning (not necessarily written) and improved learning outcomes 

(Aslam & Kingdon, 2011; Buhl-Wiggers et al., 2018; Westbrook et al., 2013), and between 

the regular use of varied TLMs and improved outcomes (Bhattacharjea et al., 2011; Addy et 

al., 2012; Pryor et al., 2012; Westbrook et al., 2013).  

 

14 i.e., it is known to have a demonstrable, significant impact on learning. 
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3.6.2. Interpersonal practices and the classroom community 

Westbrook et al. (2013) document the importance of safe, supportive, inclusive learning 

environments in more effective classrooms, where positive relationships are prioritised (also 

Addy et al., 2012). In India, correlations have been noted between improved exam scores 

and more ñchild-friendlyò classrooms, where teachers smile, laugh and joke more 

(Bhattacharjea et al., 2011), or are considered by learners to treat them fairly (Singh, 2013). 

There is some evidence that more effective teachers were careful to be inclusive of 

marginalised and disadvantaged students (Grimes et al., 2011), including in India 

(Sarangapani et al. 2013; Sharma, 2013). 

3.6.3. Teaching practices 

A number of sources indicate that more effective teachers working in the Global South adopt 

an eclectic approach to methodology. Westbrook et al. (2013, p. 37) note a ñjudicious 

combination of both student- and teacher-centred pedagogical practices, integrating newer 

pedagogies with more traditional onesò among more effective teachers (also Addy et al., 

2012; Mamba & Putsoa, 2018). Nordstrum (2015, p. 44) notes more effective teachers 

typically begin with whole group instruction followed by independent (individual) work in 

ways that mirror ñDirect Instructionò (see Hattie, 2009).  

Buhl-Wiggers et al. (2018) note that teachers who are ñactive throughout [the] 

classroomò (p. 28; also Addy et al., 2012; Sharma, 2013) and increase student participation 

and task focus (i.e., engagement) are more effective, consistent with Westbrook et al.ôs 

(2013) key finding that interactive, communicative pedagogy encouraging student 

engagement and participation leads to improved outcomes, a finding also supported by Pryor 

et al. (2012) and Nordstrum (2015). 

Consistent with constructivist approaches, there is evidence that more effective 

teachers link learning to learnersô lives and experiences in the Global South (Grimes et al., 

2011; Sharma, 2013), including India, where Bhattacharjea et al. (2011, p. 8) note that 

teachers who make use of ñlocal examplesò have a higher impact on learner exam 

performance.  

There is evidence of the importance of varied questioningðboth open and closedðto 

effective teaching (Mamba & Putsoa, 2018; Sharma, 2013; Westbrook et al., 2013), and the 
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importance of creating space for learner questions (Addy et al., 2012; Nordstrum, 2015; 

Westbrook et al., 2013), which is also linked to improved exam scores in India 

(Bhattacharjea et al., 2011).  

With regard to collaborative learning, there is consistent, although sometimes weak 

evidence (in terms of effect sizes) that the inclusion of ñstudent to student interactionsò 

(Buhl-Wiggers et al., 2018, p. 31) has a positive impact on outcome measures, with evidence 

that groupwork can be effective in large classes (Pryor et al., 2012) and at upper secondary 

levels (Westbrook et al., 2013). In India, Bhattacharjea et al. (2011) noted small group work 

had a significant impact on learning at grade 4, but not at grade 2. 

3.6.4. Languaging practices 

There is only limited discussion of teacher languaging practices in the literature reviewed, 

although Westbrook et al. (2013, p. 58) note that the use of familiar, local languages ñwas 

seen to greatly facilitate student learningò and document regular ñuse of L1 and 

codeswitchingò among more effective teachers (p. 47), a finding corroborated by Pryor et al. 

(2012). Studies that focus on languaging practices in developing countries provide extensive 

evidence of the importance of incorporating learnersô prior/more enabled languages in the 

classroom (see Anderson & Lightfoot, 2018; Heugh, 2021), a finding also supported by 

Toraskarôs (2015) study.  

3.6.5. Formative assessment and feedback to learners 

There is little evidence in the area of formative assessment. Pryor et al. (2012) and Mamba 

and Putsoa (2018) note it was rare, but the former also document evidence of a ñdiagnostic 

approach to assessmentò (p. 482) among more effective teachers, who also provide support 

to lower achievers, also noted by Conn (2017). Westbrook et al. (2013) note that more 

effective teachers provide useful, individualised feedback to learners (also Addy et al., 2012) 

and Singh (2013) notes a correlation between regular teacher correction of notebooks and 

higher exam achievement. 

3.6.6. Teacher cognition and attitude 

There is evidence that teacher knowledge is important, including subject knowledge (Aslam 

& Rawal, 2015), and PCK (Mamba & Putsoa, 2018; Toraskar, 2015; Westbrook et al., 
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2013). Aslam and Kingdon (2011) found a small but significant relationship between 

English teachersô English proficiency and pupil exam achievement. There is also evidence 

that teacher confidence and attitude to work are important, often correlating with measures 

of teacher efficacy (Aslam & Rawal, 2015; Westbrook et al., 2013), including in India 

(Sehgal et al., 2016; Singh, 2013). Pryor et al. (2012) also note a tendency towards a ñmore 

reflective approachò among more effective teachers in East Africa, who were also willing to 

take personal responsibility for their learnersô learning, recognising that ñif a child could not 

read it may be the fault of the teacherò (p. 482). 

3.6.7. Kuchahôs study in Cameroon 

One further PhD study of potential relevance to mine was identified from Cameroon 

(Kuchah, 2013). While the primary focus was contextually appropriate pedagogy, Kuchahôs 

case study involved an attempt to find ñgoodò teachers of English. He also provided 

opportunities for Cameroonian teachers and learners to discuss issues of effective ELT 

practice. Limitations included Kuchahôs participant sampling strategy, which depended on 

the reliability of recommendations of ñpedagogic authorities and professionalsò (p. 85), 

including school inspectors (p. 86) within an inspectorate community that he is critical of. 

His addition of an extra participant partway through data collection based on learnersô 

opinions (p. 86) is also unusual sampling practice, although is arguably justifiable in an 

exploratory study of this nature. Despite these limitations, Kuchahôs findings are insightful. 

While learner and teacher perceptions of ñgood/appropriateò (p. xii) language teaching 

differed, shared beliefs concerning best practice were identified, including a belief in active 

participation of students in a stress-free learning environment, as well as the importance of 

explanation, demonstration, exemplification, effective questioning, the use of teaching aids 

and realia and the inclusion of songs, rhymes and stories (pp. 273ï274). It is notable that 

many of these qualities are consistent with the literature from the Global South reviewed 

above, particularly the findings of Westbrook et al. (2013). 

3.7. Conclusion  

This literature review has shown not only that there are no reliable prior studies of teacher 

expertise from the Global South, but also that there are very few expertise studies from the 

field of language teaching; most that exist are either methodologically problematic or 
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restricted in scope, shedding limited light onto classroom practice, in particular. Despite this, 

the available evidence indicates many features of language teacher expertise that are 

consistent with those documented in the wider literature. Likewise, important commonalities 

can also be found between the findings of effectiveness studies conducted in developing 

countries with those of the wider ET literature, consistent with my contingent hypothesis that 

some features of teacher expertise seem to be widespread (if not universal). These seem to 

include the caring nature of expert/effective teachers, their ability to build meaningful 

learning communities and their ability to draw upon their learnersô local knowledge and 

background schemata to facilitate learning.  

Most importantly of all, this literature review finds that teacher quality matters no less 

in developing countries than in developed countries through evidence that effective teaching 

leads to improved outcomes in such contexts. The fact that, excluding Toraskarôs 

problematic study, no prior research documenting the practices, cognition and other 

characteristics of expert teachers working in the Global South was found lays bare the 

apparent neglect of this important area of research. The current study is therefore justified. 
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4.1. Aims, research questions and phases of the study 

The broad aim of this study at its inception was to offer an account of teacher expertise in a 

Global South context, with English as the subject focus. I aimed to investigate the extent to 

which the practices and cognition of participant teachers were similar to each other, and 

similar to, or different from, those of expert teachers from prior studies in higher-income 

contexts. These intentions led me to choose case study as my research method. However, 

important questions concerning which contexts, what type of account, and how many cases 

would be studied remained open. Over time, opportunities have provided answers to these 

questions: the opportunity to work in India provided an appropriate context and my decision 

to make the study participatory has informed both the type of account and research questions 

that it has investigated as well as the number of participants included. The following two 

primary research questions have crystallised over this period:  

1. What are the features of the pedagogic and professional practice, related cognition 

and beliefs of expert teachers working in Indian state-sponsored secondary 

education?  

2. What commonalities and differences can be identified when comparing these 

features? 

The following question, while not investigated through the research methodology, is also 

addressed in the discussion section of the thesis: 

3. To what extent are the commonalities identified consistent with those of expert 

teachers in other researched contexts? 

When combined with a methodological aim to make the study as participatory as 

possible (discussed below), these intentions led me to develop seven phases to the study, as 

shown in Table 5. The first phase, concurrent with the literature review, involved developing 

a theory of expertise and related, appropriate recruitment criteria, leading to the recruitment 

process of the second phase. A one-day meeting was then conducted with participant 

teachers both to plan the primary focus of the study and to agree on other potential outcomes 

based on participantsô shared interests in the third phase. This was followed by data 

collection in phase four. Individual case data analysis took place in phase five, although this 



68 

 

naturally overlapped with phases four and six as I began analysing and comparing cases 

while still collecting data; in this sense, ñemergent theoryò informed subsequent data 

collection (Atkinson & Hammersley, 2007, p. 158; also see Bartlett & Vavrus, 2017). The 

final phase involved writing up the study itself. Each of these phases is discussed in detail 

below after discussion of the participatory element and the research paradigm adopted. 

Table 5 

Seven phases to the study 

Phase PhD study  Participatory element 

1. Theorising 

expertise and 

developing 

recruitment 

criteria  

Drawing on literature review and background 

research, I developed a theory and definition of 

teacher expertise, followed by criteria for 

recruiting participants for the main study. 

An inclusive approach to 

participant recruitment 

was developed. 

 

2. Recruitment of 

participants  

 

Participants for the main study were recruited 

through a call for expressions of interest and 

video-interviews. 
 

3. Planning of 

study and outputs 

 

A meeting with study participants was organised 

to plan the study (focus, research questions, 

approach, participant welfare). 

During the meeting we 

decided on outputs/ 

outcomes of interest to 

participants (co-authored 

book). 

4. Data collection 

 

Initial pilot study was conducted and data 

analysed. This was followed by visits to 

remaining participants to complete data collection. 
 

5. Individual case 

data analysis /  

participant 

chapter writing 

Data analysis for individual cases was conducted, 

including transcription, coding and analysis of 

data to build individual case descriptions.  

  

Participants wrote 

chapters for co-authored 

book. 

6. Comparative 

data analysis 

Cross-case categories and themes were developed 

to enable comparison. Both commonalities and 

differences across cases were identified and 

compared to wider literature. 

Participants peer-

reviewed each otherôs 

chapters. 

7. Completion Thesis was written. Book was published. 

 

4.1.1. The participatory element 

At an early stage in the study, through discussion with my supervisor, I chose to make it 

participatory. Both concerns about the likely power differential occurring in such a cross-
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cultural study (Atkinson & Hammersley, 2007), and my hope that it could be useful, rather 

than exploitative, both to participants and other teachers in India, prompted me to explore 

the participatory research literature for potential models of relevance. I wanted to create an 

opportunity for the participants to contribute, both to the design and ñoutputsò of the project, 

so that mine would not be the only voice at the end of it, while also retaining the non-

interventionist focus implicit in a case study approach. This presented a challenge, because 

the vast majority of participatory research15 in educational contexts is action research, often 

involving some kind of intervention and participant data collection (e.g., Burns, 2005; Smith 

& Rebolledo, 2018).  

I found justification in the wider social studies literature, particularly for community 

development and planning (e.g., Bergold & Thomas, 2012; Cornwall & Jewkes, 1995; 

Pretty, 1995), and one paper on education (Hansen et al., 2001). As well as recommending a 

flexible, iterative and reflexive approach, several of these authors argue both sides must 

benefit from the research process, and all converge on the belief that to ensure a study is 

truly participatory, there must be meaningful interaction at the early design stage, when 

ñ[t]he most important distinctions centre on how and by whom is the research question 

formulated and by and for whom are research findings used [sic]ò (Cornwall & Jewkes, 

1995, p. 1668). For this reason I decided to conduct a planning meeting as soon as 

participants had been identified, bringing them together to discuss key elements of the study, 

such as its focus, indicative research questions and logistics. In order to achieve greater 

equity and to give participants voice, I also planned a discussion of how they might also 

produce something of their own related to our identified aims, whether this be practical 

resources for other teachers or an opportunity for them to reflect or report on their 

expertise/practice.  

4.1.2. Paradigmatic issues 

I have adopted a critical realist paradigm for this study. My beliefs in this area align with 

Maxwellôs:  

 

15 ñparticipatory researchò is here defined loosely (as the term and its interpretations are contested) as research 

which involves participants to varying degrees in making decisions and/or fulfilling roles traditionally seen to 

be the responsibility of the researcher(s) (Cornwall & Jewkes, 1995). 
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Critical realists é retain an ontological realism (there is a real world that exists 

independently of our perceptions, theories, and constructions) while accepting a form 

of epistemological constructivism and relativism (our understanding of this world is 

inevitably a construction from our own perspectives and standpoint). (Maxwell, 

2012a, p. 5) 

This is consistent with the belief, implicit in my research questions, that there is 

something of use to be gained from comparing the practices of teachers in different contexts 

(implying generalisability and transferability; Brannen, 2005). I also agree with 

Hammersleyôs (1992) comparable notion of ñsubtle realismò, according to which ñwe can 

recognise the fact that accounts are selective constructions without abandoning the idea that 

they may represent phenomena independently of themselves, and of the researcher, more or 

less accuratelyò (p. 5).  

My intention to involve participants in shaping the focus of the research to some extent 

left open the question of which methodological tools I would adopt. If, for example, they 

favoured a ñmatched pairsò study (Leustek, 2018), this would facilitate more direct 

comparison with non-participant teachers, potentially allowing for a more quantitative 

analysis of the data. And if they favoured a more ethnographic study, this would lead to a 

more qualitative analysis, and less statistical comparison. Usefully, a critical realist 

perspective allows for such ñmethodological flexibilityò (Bartlett & Vavrus, 2017, p. 124), 

across both qualitative and quantitative approaches, as it recommends methods of data 

collection and analysis appropriate to aims (Maxwell, 2012a). The fact that the participants 

chose a ñwhole personò focus led to the study taking on a more ethnographic flavour, for 

which I combined tools and (some) recommendations from Stakeôs (2006) procedure for 

ñmultiple case studyò with Atkinson and Hammersleyôs (2007) guidance for ethnographic 

research, itself consistent with Hammersleyôs subtle realist position (1992). I agree with 

Bartlett and Vavrus (2017, p. 34; also see Flyvbjerg, 2011) that cases provide ñrich 

theoretical insights that can be transferred to other times and places.ò Further, my interest in 

identifying explanatory relationships between phenomena at the cross-case analysis phase 

indicates an affinity with Maxwellôs process theory (2012a, p. 36), what Bartlett and Vavrus 

(2017, p. 7) call ñhow and why phenomenaò. At the end of this chapter, I make use of 

Maxwellôs (2012a) discussion of validity to assess the degree to which this study and the 

methodological tools adopted demonstrate sufficient rigour within a critical realist frame of 

reference.  
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4.2. Theorising expertise and developing sampling criteria  

I conducted my literature review in parallel with my planning of the participatory element of 

the study, each informing the other, as I sought a means to conceptualise expertise that 

would be consistent with my research aims without losing the more widely understood 

essence of the concept. The development of a non-exclusive, community-referenced 

definition of expertise (see 3.2.3) was, I felt, consistent with this.  

This initial theorisation of the key construct of the study informed what is perhaps the 

most important methodological decision made when researching teacher expertise: how one 

identifies and selects study participants (Palmer et al., 2005; Tsui, 2005). As Tsui (2005, p. 

171) notes, ñso far no commonly accepted criteria for identifying expert teachers have been 

establishedò. This issue is particularly important when studying expertise cross-contextually, 

due to the danger of using criteria that are appropriate in the researcherôs background context 

yet may not be valid indicators of expertise in the research context (Alexander, 2000; Tsui, 

2005). Given the evidence presented above that a number of attempts to study teacher 

expertise may have resulted in inappropriate selection (e.g., Pygmalion sampling), I faced 

the challenge of developing a means to recruit participants that was appropriate to a 

participatory study yet would also avoid the danger of my imposing my own 

(western/northern) beliefs concerning the attributes of expert teachers during the process. 

During my literature review, I built up a list of potential selection criteria used in prior 

expertise studies. For each criterion, I identified one or more indicators using the labels: 

óprerequisiteô (sine qua non criteria), ópotential indicatorô, ólikely indicatorô, and óusefulô (of 

additional benefit), considering at all times both whether an indicator was appropriate to my 

definition and possible to operationalise in the study context. Indicators that were considered 

problematic in India (or generally) were treated with caution (e.g., student exam 

performance) or rejected. After careful consideration I also rejected one criterion that is often 

used, that of stakeholder/social nomination (Palmer et al., 2005). While I had access to a 

number of local, regional and even national advisers capable of nominating participants (e.g., 

SCERT professionals, NCERT scholars, academics and teacher educators), making use of 

them would bypass many teachers who may be interested in participating, simultaneously 

narrowing down the pool of potential participants markedly and removing equity of access to 

the study (a participatory element). I was also concerned that nominated teachers may 

participate due to a feeling of obligation, rather than an interest in taking part ï such interest 
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was essential to the success of the participatory element of the study. Stakeholder 

nomination is also susceptible to potential biases caused by a stakeholderôs personal 

perceptions of effective teaching. Studies that draw primarily upon this criterion (e.g., 

Toraskar, 2015) are largely dependent on the quality of judgement of such individuals. Table 

6 summarises criteria previously used, also including critical commentary and my reasons 

for use or rejection in this study. 

Table 6 

Critical evaluation of participant selection criteria 

Criterion  Precedent(s) in 

literature  

Commentary  Indicators 

 

Interest in 

participating 

in the study  

Borko & 

Livingston, 

1989. 

A minimum prerequisite for ethical 

and/or participatory involvement, yet 

rarely discussed. Potentially of high 

importance in a context where teachers 

may be overworked and demotivated. 

Enthusiastic participants may be less 

likely to withdraw, and more willing to 

provide extensive, rich data. 

Prerequisite: 

Interest in 

participating. 

Useful: 

Enthusiastic about 

participating. 

Experience  Bereita & 

Scardamalia, 

1993; Berliner, 

2004; Caspari-

Sadeghi & 

Konig, 2018; 

Palmer et al., 

2005; Tochon & 

Munby, 1993; 

Tsui, 2005. 

Sources typically indicate 5 years (Tsui, 

2005; Palmer et al., 2005), 5ï7 years 

(Berliner, 2004), 7 years (Tochon & 

Munby, 1993) or 10 years (Bereita & 

Scardamalia, 1993;  Caspari-Sadeghi & 

Konig, 2018) of prior experience are 

necessary. Palmer et al. (2005) conclude 

that 5 yearsô full-time teaching should 

suffice for expertise to develop, and also 

recommend 3 years in the current 

context, following Berliner (1994).  

Prerequisite: 

Over 5 yearsô 

full -time, 3 at 

secondary level.  

Useful:  

Over 7 yearsô 

full -time. 

 

Relevant 

qualification  

Palmer et al., 

2005; Hanusova 

et al., 2014; 

Solmon & Lee, 

1991; Tochon & 

Munby, 1993.  

Palmer et al. (2005, p. 22) problematise 

ñhighly qualifiedò as a valid criterion, 

and suggest that qualification is a 

ñnecessary but not sufficientò criterion. 

Solmon and Lee (1991) and Tochon and 

Munby (1993) considered Masters 

degree a relevant criterion, thus judged a 

potential indicator if used in 

combination with others. 

Prerequisite: 

Relevant teaching 

degree (e.g., 

BEd.). 

Potential 

indicator:  

Masterôs degree 

in relevant 

subject. 

High 

performance 

in teacher 

Andrews & 

McNeill, 2005; 

Tsui, 2003. 

Potentially problematic; dependent on 

how course construes quality (e.g., 

according to exogenous norms) and  

Potential 

indicator:  
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Criterion  Precedent(s) in 

literature  

Commentary  Indicators 

 

education 

program 

susceptible to danger of teacher being 

influenced by course content during 

study (e.g., Tsui, 2003). Appropriate 

courses (e.g., MA TESOL) rare in India. 

Evidence of high 

performance on 

relevant teacher 

education 

program. 

Receipt of 

awards 

Copeland et al., 

1994; Standley 

& Madsen, 

1991; Swanson 

et al., 1990; 

Tsui, 2005; 

Turner-Bisset, 

2001; 

Westerman, 

1991. 

Tsui (2005) discusses critically, noting 

that award criteria should be checked. 

Such awards are frequently given in 

India, although rarely based on 

classroom observation. Scholarship 

awards are more rigorously vetted, 

although may be biased to criteria of 

awarding country (e.g., Fulbright 

Scholarship from USA). Thus potential 

indicator only. 

Potential 

indicator:  

Regional, 

association or 

national teaching 

award.  

Scholarship 

award. 

Student 

performance-

based criteria 

Ayres et al., 

2004;  

Leinhardt & 

Greeno, 1986; 

Silberstein & 

Tamir, 1991. 

Used in only 3 of 27 studies reviewed by 

Palmer et al. (2005), who note that it 

ñshould be the sine qua non of teaching 

expertiseò (p. 22), yet acknowledge 

significant challenges discussed in the 

wider literature (see Darling-Hammond, 

2012; Hattie, 2003). Given concerns 

with the validity and reliability of exam 

scores in India (Bambawale et al., 2018; 

Gandhi Kingdon, 2007; Graddol, 2010), 

this can only be considered a potential 

indicator. 

Potential 

indicator:  

Evidence of 

student exam 

results higher than 

average.  

Stakeholder 

nomination 

(e.g., head 

teacher, 

district 

board) 

Ethell &  

McMeniman, 

2000; Hanusova 

et al., 2014; 

Palmer et al., 

2005; Toraskar, 

2015.  

Palmer et al. (2005) note 15 of 27 

studies used nomination by school 

administrators, esp. principals, or district 

boards, mainly in USA. Olson (1992, 

cited in Tsui, 2005) notes that criteria 

used by such personnel are not always 

clear. Problematic in India, where head 

teacher and district inspector lesson 

observations are rare (Bambawale et al. 

2018; CSF, 2020); such stakeholders 

may not be well informed. 

REJECTED. 

Susceptible to 

stakeholder bias 

and incompatible 

with equitable 

(e.g., participant 

initiated) 

recruitment in a 

participatory 

study. 

Professional 

group 

membership 

Bond et al., 

2000; Palmer et 

al., 2005; 

Vogler et al., 

1992.   

Palmer et al. (2005) note this was used 

in 13 of 27 studies. There are two large, 

English language teacher associations in 

India (ELT@I and AINET) that could 

be used; active participation, rather than 

Potential 

indicator:  

Evidence of 

active 

participation in 
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Criterion  Precedent(s) in 

literature  

Commentary  Indicators 

 

simply membership, is likely to be a 

more reliable indicator.  

(English) teacher 

association. 

Evidence of 

active CPD 

Rollett, 2001; 

Vogler et al., 

1992.   

Rollett (2001) saw ñcontinued 

participation in various higher-level 

teacher training seminarsò as a cross-

culturally viable criterion, and Vogler et 

al. (1992) considered prior presentation 

of papers at ñconferences/inservicesò 

one of several indicative criteria. If 

voluntary, likely to indicate motivation, 

esp. in India (Bolitho & Padwad 2013; 

Padwad & Dixit, 2013). Experience as a 

presenter at higher level conferences 

would indicate both social recognition 

and evidence of active CPD, thus a 

likely indicator. 

Potential 

indicator:  

Evidence of 

recent voluntary 

participation in 

conferences, 

workshops, CPD 

programs, etc. 

Likely indicator:  

Experience 

presenting at state 

or national 

workshops or 

conferences.   

Teacher 

educator 

experience 

(e.g., trainer, 

mentor, 

curriculum 

development 

specialist, 

etc.)  

Goodwyn, 2011; 

Swanson et al., 

1990; Meyer, 

2004; Vogler et 

al., 1992; Wolff 

et al., 2015. 

 

 

While Palmer et al. (2005) categorise 

this under ñprofessional or social group 

membershipò, this role is potentially  

more reliable than some social 

recognition indicators (e.g. stakeholder 

nomination) given that teacher educators 

will likely both have been selected for 

their expertise locally, and further 

assessed during teacher education work. 

Important to ensure that this is alongside 

a regular teaching position (Wolff et al., 

2015). Mentors used by Goodwyn 

(2011), Meyer (2004), Swanson et al. 

(1990) and Vogler et al. (1992).  

Likely indicator:  

Evidence of 

recent experience 

in teacher 

educator role 

(e.g., as mentor in 

own school, 

trainer on top-

down initiatives, 

action research 

mentor, etc.) but 

only alongside 

regular teaching 

position. 

Researcher 

selection 

based on 

classroom 

observation  

Bromme & 

Steinbring, 

1994; Carter et 

al., 1987; Geary 

& Groer, 1994; 

Moallem, 1998; 

Solmon & Lee, 

1991. 

Inherently problematic for case study 

due to danger of Pygmalion sampling: 

participants chosen on classroom-based 

criteria will always confirm the 

importance of those criteria. Cannot be 

used for exploratory studies, particularly 

cross-culturally, where a priori 

assumptions regarding nature of expert 

teaching practice must be avoided. 

REJECTED. 

 

Researcher 

screening 

 

Crawford et al., 

2005; Sabers et 

al., 1991;  Webb 

et al., 1997.  

This has happened in a number of ways, 

including discussion with nominators 

(e.g., Webb  et al., 1997) or use of 

questionnaires (e.g., Crawford et al., 

Useful:  

Participation in 

screening may 

signal 
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Criterion  Precedent(s) in 

literature  

Commentary  Indicators 

 

2005). Potentially useful second stage, 

although may lead to cherry-picking of 

participants (Pygmalion sampling 

again). May be useful in a cross-cultural 

study, providing screening avoids 

evaluation of classroom practice.  

commitment and 

provide 

opportunities for 

both parties to 

make informed 

decisions.  

 

This review enabled me to identify three realistic óprerequisiteô criteria as necessary 

but not sufficient markers. The first was interest in participating in the study, particularly 

important in both participatory and potentially demanding ethnographic studies (Traianou, 

2007), especially in developing countries, where teachers are likely to be facing significant 

challenges in their day-to-day lives. The second was at least five yearsô relevant experience, 

including three years at secondary level, given what is known about the context-specific 

nature of teacher expertise (Berliner, 2001a). The third was a relevant qualification, such as a 

Bachelor in Education (BEd.) to ensure the teacher meets government expectations for 

practising teachers (Government of India, 2009). The ópotential indicatorsô and ólikely 

indicatorsô of expertise identified, if combined, would provide reasonable evidence that a 

teacher could be characterised as ñexpertò. I provisionally set a desired minimum threshold 

of either one likely and two potential indicators, or four potential indicators for selection.   

4.3. Recruitment of participants 

Bringing all the above factors together, I decided upon a two-stage process to participant 

recruitment (Palmer et al. also recommend a ñtwo-gate identification procedureò, albeit 

somewhat different to mine; 2005, p. 23). The first stage would invite initial expressions of 

interest by potential participants (such participant-initiated involvement was deemed most 

equitable), confirm inclusion in the target population (full-time, permanent secondary school 

teachers of English16) and allow for provisional screening of certain criteria, subject to later 

confirmation. The second stage would involve an interview; a two-way discussion in which 

both parties would be able to ask questions, so that both could make fully informed 

 

16 Private school teachers were not excluded at this stage. 
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decisions. Given that my subject focus was English language teaching, I decided to use 

AINET (www.theainet.net), as one of Indiaôs two main English teacher associations, to 

access potential participants; key stakeholders within AINET had expressed an interest in 

supporting the study.   

4.3.1. The expression of interest form 

An Expression of Interest (EoI) form (see Appendix A) was developed, beginning with an 

overview of the project and intended recruitment procedure. It collected background details 

(e.g., school type) and included items to check inclusion criteria (e.g., contact hours per 

week) and prerequisite criteria (e.g., experience). The most important item, question 10, 

presented potential indicators of expertise (reworded from Table 6) and asked respondents to 

initially self-assess the applicability of the indicators through a discursive response to the 

question: ñWhy do you (or those around you who encouraged you to participate) believe that 

you are an effective teacher?ò. The term ñeffectiveò rather than ñexpertò teacher was used on 

the form; discussion with experts on education in India at the time17 indicated that this term 

would communicate the studyôs intended focus (pedagogy) more reliably, and be less likely 

to intimidate potential participants than ñexpertò, which may be interpreted as an indicator 

primarily of subject knowledge in the Indian context. The EoI form was extensive, partly 

through necessity, although this length also served to assess respondentsô initial commitment 

to the project; applicants who were less committed would be less likely to complete it in 

sufficient detail.  

4.3.2. Distribution and responses 

The EoI form was distributed in both electronic document and online survey form via 

gatekeepers of the AINET network, who shared it through email lists, social media channels 

(e.g., FacebookÊ, see Figure 6) and messaging networks (e.g., WhatôsAppÊ groups).  

  

 

17 E.g., A. Padwad, personal communication, March 3, 2018. 
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Figure 6 

Invitation to participate as shared by AINET on social media 

 

Issues of equity in access were considered carefully and discussed with contacts in 

AINET when choosing to use only electronic/online modalities for recruitment. Given that 

the vast majority of teachers in India at the time (2018) had both Smartphones and internet 

access, providing the form could be completed on a Smartphone, it was felt that most, if not 

all eligible participants would be able to respond. Besides this, my pragmatic need to interact 

with them through the internet (e.g., email, video meetings) largely dictated the need for a 
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degree of computer literacy that can reasonably be expected of most effective teachers 

working in India today.  

The EoI remained open for five weeks (OctïNov 2018). Both directly accessible 

online evidence (see ñ8 sharesò in Figure 6 above) and feedback from contacts within 

AINET indicates that it was shared quite widely, raising the possibility that it may have been 

shared beyond the AINET core community. Given that the interview process would enable 

me to establish their extent of activity in either AINET or other professional groups (e.g., 

ELTAI), this was not a concern.  

Twenty expressions of interest were received. Of these, 16 achieved initial inclusion 

and prerequisite criteria (others lacked sufficient experience or secondary teaching hours). 

Of these, 13 had provided sufficient detail on the form, particularly in response to item 10 

(averaging 183 words), all indicating the presence of potential indicators of expertise (I did 

not exclude any at this stage, judging that these could be discussed in detail during the 

interview). The remaining three had provided insufficient detail for question 10 (e.g., one 

respondent wrote only: ñAt the end I get good response from my studentsò), and were 

emailed to request they provide more details. None of these three responded to two email 

requests, leaving 13 who were invited to interview. 11 of these responded to the invitation, 

and an interview was arranged. 

4.3.3. Interviews and participant teacher profiles 

40ï60 minute interviews were conducted with the 11 potential participants using video 

conferencing software, following a semi-structured interview schedule (see Appendix D). I 

began by providing further information about the study and inviting questions. We then 

discussed their responses to item 10 in the EoI in detail so that I was able to make a 

provisional decision regarding indicators of expertise that could be easily confirmed (e.g., 

MA qualifications, scholarship awards). In other areas, (e.g., student performance indicators, 

teacher educator work), we agreed this could be verified in situ if they participated in the 

study. One item (8) was initially included to assess how they conceptualised problems (a 

potential additional indicator of expertise; Bereita & Scardamalia, 1993; Berliner, 2001a), 

but proved to be unnecessary, (see below). Finally, practical issues of access to the school, 

my accommodation and their needs as potential participants were discussed to ensure that no 

insurmountable difficulties were identified ï none were.  
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During the interview process, it came to light that two of the 11 could not guarantee 

full -time classes during the 2019ï20 academic year, and thus did not meet inclusion criteria. 

Of the nine that remained, all met at least one likely indicator of expertise (all had 

experience of work as teacher educators) and at least three additional potential indicators of 

expertise (see Table 7) totalling at least five indicators each, thus all were invited to take part 

in the study. While the challenge of conducting nine case studies was significant, I was 

aware that one or more participants may withdraw before data collection began. All accepted 

the offer to participate in the study.  

An important advantage was gained by my not needing to reject any of the nine 

interviewees who met inclusion criteria: the potential danger of the influence of researcher 

bias on selecting study participants (i.e., Pygmalion sampling) was removed. The only 

evaluation I had conducted was comparatively objective; the degree to which each met 

predetermined inclusion criteria and indicators of expertise.  

 

Table 7 

Evidence of indicators of expertise for participant teachers 

Interviewee  Prerequisites Potential indicators met Likely indicators met 

1. Raju1 13 yearsô 

experience. 

BEd. 

qualified. 

1. MA English. 

2. 10 years of high student 

achievement (100% pass rate) in 

SSC exams.2 

3. Active CPD (currently 

completing two online CPD 

programmes and classroom 

research project). 

4. Active participant in English TA 

(state secretary for ELTAI). 

1. Teacher educator at state 

and district level (two 

projects cited, one training, 

one mentoring). 

2. Vinay 16 yearsô 

experience. 

BEd. 

qualified. 

1. MA English. 

2. International scholarship award 

(Fulbright). 

3. Active CPD (active blogger, 

teacher researcher).  

4. Active participant in English TA 

(ELTAI state level). 

 

1. Teacher educator at state 

level (incl. contributor to 

international teacher 

education publications, 

action research mentor on 

two recent projects). 

2. Presenter at national and 

state conferences (two 

examples cited). 
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Interviewee  Prerequisites Potential indicators met Likely indicators met 

3. Shekhar 11 yearsô 

experience. 

BEd. 

qualified. 

1. MA English.  

2. Regional and national teaching 

awards. 

3. Active CPD (formed English 

teacher club; active participant in 

AINET conferences; article writer 

for local journals). 

4. Active participant in English TA 

(AINET). 

1. Teacher educator at state 

level (3 training projects 

cited). 

2. Experience presenting at 

national conference (AINET, 

incl. presentation award).  

4. Gajanan 20 yearsô 

experience. 

MEd. 

qualified. 

1. MA English.  

2. Active CPD (participation in 

three development programs, incl. 

international). 

3. Active participant in TA 

(founder of district centre for 

English teachers). 

1. Teacher educator at district 

level (DIET resource person: 

management of state level 

programs, research project, 

incl. award won for teacher 

development work).  

2. Presenter at national 

conferences. 

5. Dipika 24 yearsô 

experience. 

BEd. 

qualified. 

1. MA English. CISELT. 

2. Active CPD (development of 

resource materials for local TA, 

poster presentation award at 

AINET conference). 

3. Active participant in TA 

(founder of local teacher support 

group).  

1. Teacher educator at state 

level (3 training projects). 

2. Presenter at national 

conferences. 

6. Nurjahan 7 yearsô 

experience. 

BEd. 

qualified. 

1. MA English.  

2. Active CPD (blogger for British 

Council India, completed two 

online courses, attended national 

conferences).  

3. Active participant in two 

English TAs (AINET 

óambassadorô; IATEFL member). 

 

1. Teacher educator at state 

level (five training projects 

cited, incl. teacher research 

mentor).  

2. Experience presenting at 

national conferences (incl. 

presentation award). 

7. Manjusha 25 yearsô 

experience. 

BEd. 

qualified. 

1. MA English.  

2. 3 years of high student 

achievement (>96% pass rate in 

HSSC exams). 2 

3. Active CPD (conducted and 

presented on teacher research, 

regular participant in national 

conferences and online 

programmes). 

1. Teacher educator at state 

level (six projects cited, incl. 

curriculum advisor and 

materials writer at state 

level). 

2. Experience presenting at 

national conferences.  
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Interviewee  Prerequisites Potential indicators met Likely indicators met 

4. Active resource person for 

English TA (AINET). 

8. Kuheli 25 yearsô 

experience. 

BEd. 

qualified. 

1. MA English.  

2. Scholarship award winner 

(Hornby Trust).  

3. 3 years of high student 

achievement (100% pass rate in 

HSSC and SSC exams). 2 

4. Active CPD (regular participant 

in online CPD courses, 

conferences).  

5. Active participant in 4 English 

TAs (AINET, IATEFL, Asia 

TEFL, TESOL). 

 

1. Teacher educator at state 

level (incl. writer of 

international peer-reviewed 

academic articles, state 

curriculum design, three 

projects cited, incl. teacher 

research mentor).  

2. Experience presenting for 

leading national organisation 

(British Council) at 

international conferences. 

9. R. 

(anonymised) 

7.5 yearsô 

experience. 

BEd. 

qualified. 

1. MA English. 

2. Active CPD (conducts action 

research, participated in 

international workshop).  

3. Active participant in English TA 

(AINET). 

1. Teacher educator at state 

level (three projects cited, 

incl. contribution to 

international publication). 

2. Experience presenting at 

international conference. 

Notes. 1. Participant teachers are not anonymised in this study (see 4.6.1.4). 2. National pass rates in 

SSC and HSSC were 79% and 78% respectively in 2016 (MHRD, 2018). 

Shortly before data collection began, the ninth participant (óR.ô) had to withdraw, due 

to promotion to a headteacher position. This left eight participant teachers (hereafter PTs) 

who completed the project. Raju was chosen at an early stage for the pilot study due to his 

confidence that there would be no difficulty gaining access to his classroom.  

By chance, the eight participants represented a wide range of contexts (two urban, two 

semi-urban, four rural), experience levels (7ï25 years), a 50ï50 balance of genders, and 

even a range of personal backgrounds (e.g., class and religion). All worked in either 

government (4) or government-aided (4) schools. The only factor where more diversity 

would have been desired was curricular. Five of the eight worked under the same state board 

ï Maharashtra.18 Two were from Telangana, and one from West Bengal.  

 

18 Possibly a reflection of the higher AINET membership in Maharashtra, the state where the organisation 

originated. 
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4.4. Planning of study and outputs 

My review of comparable studies uncovered no prior participatory case studies of teachers in 

which participants had contributed to the ñshaping of researchò (Hansen et al., 2001, p. 302) 

as is recommended in the participatory research literature (e.g., Cornwall, 2008; Cornwall & 

Jewkes, 1995). Thus, I designed this element from scratch. I chose to organise an initial 

online meeting with participants to propose a longer one-day face-to-face meeting in which 

they could contribute meaningfully and in detail to the study design. During the online 

meeting (in November 2018) we discussed, firstly, the degree to which participants were 

comfortable with a case study approach (this was one of two elements of my initial 

imposition on the design, alongside the need for the single-authored PhD dissertation as an 

output). Secondly, we agreed upon what we would discuss during the face-to-face meeting. 

Five broad topics were identified:  

1. Exploration of roles of participants and researcher; 

2. The focus of the PhD study; 

3. A co-authored publication produced by the participants; 

4. Participant group reflection without the researcher; 

5. Timetabling of case study visits and practical issues. 

A tentative date (February 2019) and location (Hyderabad) for the face-to-face meeting 

were agreed upon and the pilot study was scheduled to take place afterwards, allowing me to 

make adjustments to data collection approach and tools depending on the outcomes of the 

meeting. Funding for the meeting was obtained (ESRC support grant). Although one PT was 

not able to participate due to prior commitments, she was invited to respond to a detailed 

agenda in advance, which she did.  

4.4.1. Exploration of roles of participants and researcher 

After an initial overview of my intentions (transparency) and needs (single-authorship of 

PhD research), PTs discussed their initial concerns and expectations with regard to a foreign 

researcher presence in their school, and also the likely impact of ñreactivityò (Atkinson & 

Hammersley, 2007)ðthe observer effectðon both them and their learners. Plenary 

discussion revealed a range of concerns and potential problems, but also solutions, such as 

taking one or two early lessons to get used to the observerôs presence, even including 
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ñexploitingò me (their term) as a resource (e.g., for a student interviewing task) before I 

became a non-participant observer. Other challenges discussed included the high quantities 

of other languages used in lessons, particularly from two teachers who worked in Hindi-

medium classrooms (this led to my increasing my self-study of this language in the interim), 

and how I would be introduced to and interact with other teachers in their institutions and 

local community.  

4.4.2. The focus of the PhD study 

PTs considered two questions. The first was whether the study should focus on them only or 

should also involve experienced non-participant teachers (NPTs) selected from their 

colleagues for comparison (i.e., a matched pairs study), with a third option to focus on them 

mainly but also to take opportunities to observe and interview willing colleagues as and 

when possible. There was rapid consensus on the third option from participants (also 

preferred by the absent PT). The second question asked which aspects of their teaching the 

study should focus on. Five options were presented, worded as follows:  

1. Your cognition (i.e. your knowledge, beliefs and values) 

2. Your practice only (i.e. planning and teaching) 

3. Your practice and cognition (how your planning and teaching link to your beliefs, 

ideas, knowledge) 

4. The lessons themselves (i.e. what happens in your lessons, comparing different 

things you do) 

5. You as ówhole peopleô (an ethnographic focus; linking all the above to understand 

who you are, your background and why you do what you do) 

Once more, albeit after longer discussion, there was consensus (including from the 

absent PT) on the fifth option, an ethnographic ówhole personô study. Issues of participant 

anonymity were also discussed (as per Walford, 2018); while most felt they wanted to be 

recognised for participating in the study, I suggested they wait until they had an opportunity 

to read and ómember-checkô my findings before making any final decision (see 4.6.1.4).  

4.4.3. The co-authored publication 

Based on initial interest in this outcome expressed at the preliminary online meeting, I 

presented five potential options for discussion regarding a publication that the participants 
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would themselves co-author, along with three possible publishing options. The five options 

were: 

1. An autobiographical book or e-book 

2. An edited book, with each teacher authoring one chapter on an area of interest 

3. A practical booklet with lesson plans and possibly videos  

4. A self-study book 

5. Other ideas 

After extensive discussion, most participants expressed an interest in trying to publish 

open access through either British Council or a teacher association in order to reach the 

largest number of colleagues in India. Regarding the five options, there was some 

disagreement and extensive discussion that led to them agreeing on an amalgam of 1, 2, 3 

and 5: Participants would contribute chapters to a book describing their context, challenges, 

and specific areas of their practice (as context-specific solutions to local challenges) that 

they wanted to highlight, but also potentially providing practical advice of some kind to 

(especially novice) teachers. This provisional plan was agreed upon. I informed them that I 

would also consult the absent PT on this, and that we could allow the idea to take shape 

further over the next year.  

4.4.4. Participant group reflection without the researcher 

At this point, I introduced several questions on the issue of research participant exploitation, 

as well as discussion of ethical safeguarding and peer support mechanisms. I also suggested 

they choose a group spokesperson who could report back any concerns to me anonymously 

at any stage in the project, then turned off recording devices and left them alone to discuss: 

¶ Are we happy with how this meeting is going?  

¶ Do we feel we are being exploited or involved?  

¶ Does this project provide the opportunities for us that we had hoped for?  

¶ Are there any other issues we need to raise? 

On my return, a group spokesperson had been elected. Participants reported that they felt 

happy with how the meeting was progressing. A number of issues were discussed, 

particularly their wish that participants both receive copies of all data collected in their 

individual contexts (including video recordings of lessons) and have permission to use it for 
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their own use, which I confirmed, and also of their receiving certification of their 

participation in this meeting from my university, which was provisionally confirmed and 

provided later. Participants also warned me that there would be a likelihood of my being 

ñexploitedò by local authorities for teacher education and ceremonial purposes in some 

contexts. I confirmed that I was happy for this to happen, but only if they themselves were, 

and if local publicity was kept to a minimum. 

4.4.5. Timetabling and practical issues 

A number of practical issues were then discussed. The teachers themselves agreed upon 

when would be best for me to visit them individually, with 3ï4 week ówindowsô agreed for 

each visit. Issues of access and permissions (both at school and state levels) were also 

discussed and agreed upon. Several participants had also already expressed an interest in 

receiving ñfeedbackò (their term) from me on their teaching, perceiving this to be of likely 

use. I agreed that this would be possible, but only after data collection was completed, and 

on condition that they kept such feedback to themselves. I also reminded them that they 

should not consider me an expert in their contexts, and pointed out that the case study 

descriptions, when produced and shared in due course would also provide detailed feedback 

of sorts.  

The meeting concluded with confirmation of all that had been agreed. We also found 

time to socialise as a group, thereby building important bonds of trust and shared interests 

that have continued throughout the project.   

4.5. Data collection 

4.5.1. Theoretical background to case study data collection 

The participatory element of this study presented a number of methodological challenges, 

particularly with regard to the focus for the individual case studies ï this needed to be 

responsive to the preferences of the participants during the planning meeting while also 

allowing for cross-case analysis at a later date. As the pilot study was due to take place 

directly after the planning meeting, I decided to develop a large number of potential research 

tools in advance of the meeting that I would be able to adapt and select from depending on 

the outcomes of the meeting.  
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The approach for single case data collection broadly followed recommendations in the 

literature on qualitative case studies in education, particularly Stake (1995, 2006), and 

recommendations for ethnographic research in education, particularly Atkinson and 

Hammersley (2007), in line with participantsô choice of an ethnographic focus. Consistent 

with Stakeôs observation that ñthe study of individual cases will often not be organised 

around the multicase research questionò (2006, p. 9), I chose to prioritise the individual, 

whole person focus during data collection (i.e., understanding who they are, what they do, 

and why they do it), and to ñwork vigorously to understand each particular caseò (Stake 

2006, p. 1). However, I was also aware of the need to collect data in ways that would allow 

for subsequent cross-case analysis, potentially either following Stake (2006) or Bartlett and 

Vavrus (2017), whose critical realist approach (L. Bartlett, personal communication, 

February 28, 2018) was more suited to my paradigmatic position, and recommended a more 

complex, exploratory, mixed method design than Stakeôs broadly qualitative approach. I was 

interested not only in documenting practices, beliefs and personal stories, but also, 

potentially, in involving elements of a ñprocess approachò (Maxwell, 2012a, p. 36; cf. 

Gerringôs ñprocess tracingò, 2007) to explore causes and procedures of phenomena 

observed.  

Thus, given these intentions, I perceived it prudent to draw upon a wide range of data 

collection tools, particularly participant observation (especially of lessons), participant 

interviews and ethnographic field notes, which would all provide data to inform the who, 

what and why questions. However, I also chose to conduct interviews with other 

stakeholders (learners, parents, headteachers) and to observe non-participant teachers 

whenever opportunity permitted to provide a wider understanding of the contexts in which 

PTs were working. This combination, I anticipated, would allow me to select, corroborate 

and triangulate sources during analysis, and reduce the likelihood that ñdata required to 

check a particular interpretation are missingò (Atkinson & Hammersley, 2007, p. 159). 

4.5.2. The pilot study 

The pilot study was conducted as planned after the planning meeting. Data collection tools 

were selected and adapted where required to suit the focus agreed upon in the planning 

meeting. It proceeded without significant difficulties, although several minor changes to data 

collection tools and procedures were deemed useful afterwards, including rewording of 

several interview items to make them clearer, the simplification of a pupil focus group task, 
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and the addition of several items to the two longer participant interviews (e.g., a question on 

personal influences was added to the espoused theories interview). As only minor changes 

were required, there was little difficulty including the pilot study data in the cross-case 

analysis ï the slightly shorter duration (13 days) was the only significant difference.  

4.5.3. Data collection activities and tools 

Here I describe the specific data collection activities and tools, as used for all eight cases, all 

with appropriate permissions and informed consent as per ethical approval granted for the 

study. The chronological approach for how these tools were used in each case study is 

described in 4.5.4: 

Field notes: ñMeticulousò (Atkinson & Hammersley, 2007) and ñcopiousò (Bartlett & 

Vavrus, 2017) notetaking was carried out to ñcombine a high level of careful empirical detail 

with personal asides and impressionsò (Mills & Morton, 2013, p. 83). This included written 

notes during all PT lesson observations and interviews, and follow-up notes after informal 

discussions and observations of NPTs, when synchronous writing was not possible. I also 

took notes on other daily procedures (e.g., assembly, lunchbreaks), and also occasional 

reflective notes whenever thoughts of relevance arose, taking care to separate these ñanalytic 

notesò from the more descriptive ones (Atkinson & Hammersley, 2007, p. 150). Research 

notebooks thus constituted both chronological records and diaries, spanning 60ï100 pages of 

A4 notes per case.  

PT lesson observations: I used a small GoProTM video camera with a wide-angle lens 

mounted on a small desk tripod and a small clip-on audio recorder worn by PTs to record 

lessons (see Figure 7). Initial lessons were audio recorded only to reduce disruption; the 

video camera was introduced (explicitly to learners, who were naturally curious about it) 

after they had relaxed in my presence (usually after 3ï4 observations in each class). For my 

accompanying written notes, in line with the ethnographic focus, I chose not to use a 

structured observation schedule, but to take what Dºrnyei calls ñnarrative field notesò (2007, 

p. 179), describing procedure and activities chronologically, also including time stamps and 

noting anything that the camera or microphone may not collect (Emerson et al., 2011). I also 

noted key statistical details for each lesson, such as class details, student attendance, lesson 

start and finish time. Figure 13 (p. 122) provides an example extract from a lesson 

observation note. In addition to this, I took photos, usually using a mobile phone camera 
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(less obtrusive), always making this clear, but without disrupting lessons, and requesting 

permission from learners (afterwards) to use any photographs of notebooks or personal 

work. Lessons observed were always agreed upon in advance with PTs, typically 

constituting 70ï90% of the lessons they taught, although several encouraged me to attend 

every lesson, and all gave me free reign to choose which lessons I attended.  

Figure 7 

Video recording set-up for PT lesson observations 

 

Extensive PT interviews: Two longer (1ï2 hours) semi-structured interviews were 

conducted with each PT to investigate aspects of background, identity and beliefs. The first 

ólife historyô interview (LHI) was mainly biographical, including recollections of childhood, 

schooling, path into teaching, and prior teaching and teacher education experiences. This 

was usually conducted near the start of data collection. The second was an óespoused 

theoriesô interview (ETI), investigating their beliefs about teaching and learning, their 

influences, challenges and personal support structures. It was conducted towards the end of 

data collection so that follow-up questions could be tailored to observed practices. I also 

requested feedback from PTs on my ópracticeô as a researcher, particularly whether my data 

collection expectations had been excessive (only after the pilot study was this confirmed, 

and adjustments were made), but also whether they had any advice for me, which two did. In 
































































































































































































































































































































































































































































































































































































