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Abstract

This thesis reportsn acomparative casgtudyof teacher expertisavolving eight teachers

of English working in statsponsored secondary eduoatin varied contextacross India,

each identified usingwltiple criteria.An original, participatorydesign involved glanning
workshop prior to data collectidn enablpar t i ci pants to contri bul
guestions and plan other outpwf use. Qualitative and quantitative data were analysed to
identify similarities and differences both among participantsimnelation toprior 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 learnercsealfidence,
engaging learners and ensuring understanofitgsson contentn theclassroom
participantsdemonstrategvarm, inclusive supportiverelationshipswith learners. Key
similarities in pedagogic practices incluthe frequent use afteractivewhole-class
teaching balanced wittegularlearnerindependent activitiescludingboth collaborative
learningandactive monitoring to provide differentiated individual support. Their
professionalism was underpinned by extensive reflection, lifelong learning and care for their
learners, whose opinions they valued mésriation amongparticipants was most evident
in classroom practiceseveaing clinal differences relating to their conception of subject and
degree of control over classroom procesgésle multilingual practices also variedll

A

participantsvere inclusive of theirer n e r s 6 ahdaisedthear ghensselves

Strongagreement with the findings of prior studies of teacher expertise was also
found, although i mportant differences incl
confidencebuilding over setting higktandards, their focus on learner understanding over
higherorder thinking skillsandtheir varied strategies for helping learners assimilate content

from highly ambitious curricula.

Implications for research on teacher expertise, particularly in the 3olbdh,
improving teacng quality in lowrincome contexts, and teacheztucationn India are

explored.
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Data extracts: formatting and transcription

The following datasourcesare referred to in this thesis:

Field Notes

Notes taken while at school iorother data collection location (e.fpcus group interview

site).

Focus Group Interviews

Interviews with smalgroups of students (&) or parents of studentsi @).

Interviews and other data sources involvingparticipant teachers

Abbreviation Name Description
ETI Espoused theories Participant teachers were interviewed on their
interview beliefs and theories reghng teaching and
learning.
FI Final interview Final interview after other data collection was
completed.
LHI Life history Participant teachers were interviewed on their ov
interview childhood educational experiencesareer and
influences ortheir practicdo date
PLI Postlesson Participant teachers were interviewed soon after
interview lessors to investigate their recollection, reflection
and other aspects of cognition.
RV Respondent Par t i ci p afeedback amayaevtittenr s 6
validation findings
TAP Think aloud Recorded participant monologue conducted durii
protocol lessonplanning.
WA WhatsApp Communication via WhatsApp Messengér
Note.6 a 6 a(egd, Pld3r e used for interview recordi
indicating the first and 6bd the second
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Square brackets are used in interviews to

Andersondé (interviewer).
From Chapter 9 onwards, inteew quotes also indicate the participant teacher:

(Vinay/PL11b/32:20) Teacher: Vinay, Podesson Interview No. 1. Recording B (if

interrupted). Time stamp: 32 minutes, 20 seconds.
Lesson extracts (Observations)

Lesson extracts are displayed in tab@d@mat, numerated in order in the thesis, with

indications of teacher, observation (Obs.) number, and timestamp. Where an extract includes
mainly or only English language resources, one column is used for the extract. Any
resource$rom languages other th&nglish are italicised and English translation of the

whole sentence is provided in subsequent square brackets:

EXTRACT 37: Nurjahan/Obs.14/17:30

T: Yeah, if there is no pollution. Good one. Very nice answers!

OK. Can we move to the next activity? Tumace uttara masta hotya!
[ Your answers were superb! ] Very good. 1 06m really h
Now come to page fifty - SiX.

Where an extract includes larggrantities of resources from languages other than English,
two columns are displayed. The left column shows the original utterancesaaiirces

from languages other than English represented in italiB®manisedcript The right

column shows an Enghsonly equivalent of the same utterance, with italics used to denote

resources originally uttered in languages other than English

EXTRACT 22: Dipika/Obs.16/14:30

T: Aise zaruri nahi hai ki T Thereds no need fo
mene board par jo likha hai, have written on the board

kya? Aapko bhi creative dimaag there, is there? You also have

hai. creative minds.

Lesson extracts use as few data transcription conventions as possible to increase readability
for nonspecialist readers. Accompanyingians, paralinguistic features and reerbal
utterances of importance are indicated descriptively in brackets. Other symbols used:

(x) inaudible word or phrase

17



T: Teacherspeaking

S1: Student Ispeaking

S2: Student Zpeaking

SS: Studentgmore than one speaking)
e Ellipsis of section of extract

Other data referenaes

The following indicates of evidence are also provided in brackets:

(Obs. 23,8, 12, 25): All lesson observations for which a specific evidence claim is made.
(PLIL, PLI3, ETI): All interviews for which a specific evidence claim is made.

(G/DIN/K) Initial letters of all participant teachers (4 in this example) for whom a specific

evidence claim is made.

Non-recorded observations of ngarticipant teachers (NPTOSs) are dissed on occasion.

18



Chapter 1. Introduction

1.1. Justification for this study

It is a selfevident truth that teacher quality varies in any educational system. There are good
teachers and bad teachers everywhere. It is alse\ddint 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 coumthes

Global South (Nordstrum, 2015; Pryor et al., 2012; Westbrook e24i1,3), 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 developmdantested every year into
quality-related interventions in educationlow-income countries, it is a surprising reality

thatit here is remarkably |ittle good evidenc
practices indevelopingount ri eso ( Mur al i d hAdexaader, 20150 1 7 ,

includingteacher expertisé\s Pryoret al.note:

The knowledge base of successful teaching in low income contexts is not sufficiently
developed. Much research has concentrated on theetheies of teaching in low

income countries and we therefore have accounts of poor practice and pupil failure.
What we do not have are detailed descri
that are challenging. There is a need for research toosgekamples, 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 countriesu to the lack of material and financial resources to facilitate its

development, and in part from a belief that quality teaching practices ¢ampmated

' n this thesis, the terms AGlIobal Sout h-andiowed fidev e
middle-income countries, according to World Bank (2019a) data, recognising that while both terms are
problemaic, 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 and
importanthd the vast majority of research in eduoatis conducted (i.e., developed countries/the Global

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

andthe second igand has always be®maive.

As a teacher educator who has spent much of his career workavg-income
countries, | have learnt that whenever innovations to improve the quality of teaching
originate in local practice they are more likéb be successful than if they dimported
from other contexts; the latter often resulting in what Hollidayséall i s sue 1094, ect i
p. 134)for numerous reasons, including appropriacy (e.g., culturally), feasibility (e.g.,
logistically) and susinability (e.g., costvise). There is an extensive body of literature
supporting Hiwalitlisinatlkeypdssiblecnbralesimble to transplant aspects of
pedagogy in such ways (e.§adler, 19000964 Tabulawa, 1998; Vavrus & Barttle012).
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,
Awould it not be preferabl e ttoofa fomiegstngi nno
practice, that can be adapted and applied by a large number of teachers without too much
di fficultyeé?d | would go f usourcesachinnovatiordin ar g u
theexisting practicef local practitionersThis study, through its research design and
findings, offers a feasible, replicable means for doing exactly that, theotlonly
answering Pryor et al.ods (2012) <calll for s
challenging but also providing a meansrfsuch 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
deweloping country contegt Indian secondary educatidrwith English as the subject

focus. It aims to situate, describe and compare the practices of the participant teachers with
the ultimate goalof understandingimilarities and differences both across ggrant

teachers and when compatedeacher expertise documentedhigher incomecontexts,

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

exogenous researcher, | felt it important to give participants voicegemtyain 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 | am awark investigateghe following primary research questions:

1. What are the features of the pedagogic and professiazlqa, related cognition
and beliefs of expert teachers working in Indian sspiensored secondary
education?

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

A third question is theaddressethroughcomparisorof the findings with the wider
literature:

3. To what extent are the commonalities identified consistent with thmsemented
in prior studiesof expert teachsf?

1.3. Further reasonsfor th e study

While the lack of prior focus on quality in the classroorthie Global Soutlzonstitutes
sufficient justification for this study, as does the originality of the participatory methodology

used, severdlurtherargumentsanbe made for it.

Firstly, it isnotable that while studies,dbr examplemathematics teacher expertise
are commoni5 prior studies found; see 3.4.fh)ere has been less research into expertise in
the field of foreign/second language teachimgly 6 prior studies; see 3.9)his stuly, with
a comparatively largeample sizéor a teacher expertismse studybolsters this prior
research significantlyit alsoidentifiesmethodological shortcomings several suclprior
studiedn the literature reviewWe.g., Toraskar, 2015; Tsui, @B) to strengthen this

justification.

Secondly, given the frequently documented challenges of identifying appropriate
participants for teacher expertise studeeePalmer et al., 2005), through the critical
application of multiple criteri¢o identify participantsand the use of an original, equitable
sampling approach, this study offerexible, potentially more reliable framework for
recruiting participants than has previously existed for such studies, one that works even in
challenging contexts, venesomeof the frequently used indicators of expertise are

unreliable.
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Thirdly, this studymaybe of use t@ducational authorities in India, whehefocus of
development has recently shiftedm issues ofccess tohose ofquality (Anderson &
Lightfoot, 2019 MHRD, 202Q. While the recently revised National Education Policy
stresses the need to recognise fAoutstandin
prior empirical research on effective practigeIndian 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 fp
Sternberg & Horvath, 1995) fane subject, English.

Finally, this study focuses primarily on classroom practice, what Alexander (2015, p.
25) <calls the fAmissing ingrediento in the
thick, situated descriptions tife pedagogic praate and cognition of participants from
within what many econometric and statisticgdearchersf educatiorin developing
countries characterise as the fAblack boxo
World Bank, 2016). Alexander is rightly criticaf such studiesmot i ng fAét he st
feature of the GMRs [global monitoring reports] is that they do not so much engage with
pedagogy as <circle around ito, 2012p258.ng it
This studyfocuses primarily othe pedagogy of the participant teachers, while also
providing sufficient contextual informaticand insight into cognitiofor the reader to
understand, interpret and assess the relevance of the findings to potentially comparable
contexts. Despite the chatiges involved, and its potential shortcomingssthdy does not
shy away from arguably the most important question in researetucatioranywhere in

the world What does good teaching look like?

1.4. Structure of thethesis

This thesis follows a fairlyypical structure and balance of content of a primarily qualitative
PhD study, with perhaps a little more space devoted to the findings than islyyfoicad in

suchstudies

Thesecondchapterprovides aroverviewof the research contexhdian secondry
educationjncluding current challengesdthe specificnature of English language teaching

(ELT) in India, where it is taught simultaneously as language and subject.
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The literature reviewWChapter 3pegins with a exploration and working definition of
the construct of 0ex p eiewtofthe ehallengédsinVolverlime d by
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
researcltonductednto languagaeacher expertise. Finally, in thearabsence of prior
researchon teacher expertise in developing countries, it evaluatdsrtited research
investigating effective teaching practices in such contexts, drawing some preliminary
conclusions from a smatumber of rigorous and/or robust studies.

Themethodologysection(Chapter 4proceeds chronologically. After introducing the
aims and paradigm of the study and justifying the participatory element, it discusses how the
participants were recruited anivitedto help design the study. This is followed by
discussion of data collection and data analysis, which began with individual case analysis,
followed bycrosscasecomparison of similarities and differences. It concludes with

discussion of issues ofgour and researcher reflexivity.

The extended findings section is divided into several smaller chapters. First comes an
introduction to the participant teachers, covering key demogyrapdtistical data foeach
context(Chapter 5) This is followed byhree detailed case descriptions, representative of
the range and variation of pedagogic practices among the participant t¢@dttegters 6
8). Two comparativeehapters follow thigChapters B10), first a detailedtrosscaseanalysis
of all eight teacherthat follows a similar structure to the case descriptions and focuses
principally on identifying key similarities amorigem and then an analysis of difference
thatattempts to understaride varationsin pedagogic practice amomparticipants, linking
these principally to context, but also to the personalities and cogrifidine teachers

involved.

The discussion chapteompares my findings to prior researboth expertise studies
and research on effectiteachingn developing countrie€Chapter 11)After statistical
comparison othe findings of this study withindingsfrom priorresearchit provides
situated, qualitative discussion of areas of practice where this study documents important
differencedrom prior findings offering pdential explanations fahese This includes
di scussion of the fr egceueemttrleyd deedbuact aetdi o nsds uae
specific focuscomparing findings to curremibtions of good practice withihe field of

English language teaching
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Theconcludingchaptersummarises the major contributions of the study, also noting

limitations,implications and recommendations arising from it.
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Chapter 2. Introduction to the research

context: Indian secondary education

India, at the time of writing, has tle&rgest educational system in the world, within which

over 260 million learners study in over 1.5 million schools, divided betweer60ver

curricular authorities (Anderson & Lightfoot, 2019). As such, it is more accurate to call it an
e cosy s tasmBane(ji& Chavan, 20)@han 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 thischapter will provide an overview of the context to this stuélyst discussing how
schooling igypically structured in India, then focusitgn secondary educationhis is
followed bydiscussion ofhe subjecfocus of this study, English, covering curricula,
classroom practices, teacher educationkaiigfs regarding effective teaching among Indian

teacher®f English

2.1. School types and levels

This study was conductex statesponsored education; i.e., schools where the government
pays all, or almost all, of | earnersé scho
school, government schools, and governragaé¢d schoolsvhich are funded by the

government butanaged privately (sééable 1 based on Anderson & Lightfoot, 2019;

CSF, 2020).

Because of the similarities between government and goverraitestt schools, pupil
academic outcomes are broadly similar across the two types (1% mean difference across 5
Swbjects 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 Fees for Selective? Run by Curriculum
total learners?
(2020
Government 54% None. No. Usually Usually follow a
schools district state (e.g., West
education Bengal,
authorityor Telangana)
state curriculum,
government.  overseen by
SCERT.
Government 12% None, or Not in theory, Not-for-profit  Usually follow
aided schools (21% at  nominal only  although some entities, state curricula.
(also called secondary (e.g., for organisations including
privateaided leveF) uniforms). may prioritise  trusts and
schools) learners from societies.
specific
communities.
Private 32% Yes, for Yes. Private Can follow state
(unaided) majority. organisatios, boards, but also
schools Althoughthey truss, moreprestigious
shouldalso societesor national (e.g.,
accepi25% of NGOs. CBSE, ICSE) or

learners from
specified

disadvantaged

social groups
(e.g., SC/ST)
for free.

international (e.g.,

IB) curricula.

Notes.1. Until the age of 14Government of India2009). 2. State Centre for Educational Research
and Training. 3. LDISE (2019).

When this study was carried glgchools were divided into primary (gradés),

upper primary (68), secondary {@0), and higher/senior secondary (12). However,

manysec al | ed
grades (i.e.,6L 2 ) ,

(Anderson & Lightfoot, 2019). Except in very small schosé&;ondaryeachers are usually

Asecondary

ancomalmy yideacher so

school

S0

i ncl ude

wor k f

3 The recently revised National Education Policy is due to introduce chenthés structure (MHRD, 2020).
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subject specialists, teaching dihess oftertwo) subjects, unlike at primary level.

Henceforth, my use ofthetr m fisecondar y o i110d thd focusefftheisr t o g
studyd similar to mossystemsvor | dwi de, and consistent wit
levels in therevisedNEP (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 aelvieved notable succe$om 186

million to 261 million enrolment2000 2015), includinga stedy 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 dieathile official statistics indicate
pupil-teacher ratios of under 30:1 at secondary levels (UNESCO, 2085&ved class sizes
from recent studieaverag@ arounds5 studentsalthough this varies greatly between schools
and classes (British Council)26; Mody, 2013; World Bank, 2016).

While enrolment and completion rates are improving stea8icondary School
Certificate (SSC) exam scores (taken in grade 10) remairFasg rates for SSC are
typically set at 2635% by most boards, and average @erniances 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 involvetiowever, gnificant differences
between social groups can be sédany learnes are first generation schegbers(42% in
rural areas; ASER, 2018)hose parents have little or no litera@yis challenge is greatest
amonglearners okcheduled caste (SC) and scheduled tribe (ST) design4tidies
averagedwo percentage points lower than tretional mearmn 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

motivatedon average (MHRD, 2018), there is still a clear rurdlan 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 (
percentage points; relative difference of 12.5MFERT, 2018).

Although secondd schools should have a range of resources, including
science/computer laboratories and librari@e\ernment of India2009), provision and
usage vary greatly between states and management (ASER, 2017; World Bank, 2016).
Classrooms typically include adakboard, and rows of frofiicingdesks fixed to benches,

each seatingi2 learners (see Figuib.

Figure 1

Typical classroom i rural Indian secondaryschool

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, 2@5@&mi

Englishd schoolsinvolve Englishmedium instruction (EMIjor 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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governmentided schools are offering it inbéd 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 profency in English in secondary state schools are low,
typically around A1A2° (Mody, 2013). ASER (2018) recently reported that only 58% of
rural 14 18-yearolds surveyed could correctly read-#elvel sentences in English, and only

46% could correctly tratate them to theifirst languagel(1).°

2.3.1.English teacher qualifications and preservice training

There areanestimated 1.5 million English teachers in India (Davidson, 2013), working from
primary level (where they are rarely subject specialists), to dacpand tertiary level

(where theyoftenare). While all are required to have a Bachelor in Education (BEd)
qualification to teachGovernment of India2009), qualifications vary greatly in practice,

and even at secondary level English teachers maylitideysubjectspecific training. There

are widespread concerns that many teacher
degrees for a priceo, an dsupefviced pracicgtMHRDt t | e,
2020, p. 42). Traditionally, Engh 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 M8asat ace bhs wds almastralways &nglish literaturalegree

and very few have specialist training in ELT/TES@héttacharya, 2013lukherjee,

2018). As Chattopadhyay notes (2020, p.&40 see Padwad, 202the vast majority of
Englishteacher ihave no understanding of theori es

devel opment techniqueso.

2.3.2.English curricula

Whil e al most al | of I ndi aébs 36 states and

curriculum, these are based to a large degrebeNational Curriculum Framework

5 Proficiency indicators use CEFR levels (bétps://www.coe.int/en/web/commesuropearframework
referencdanguages/levetiescription.

6L1lisusedinthisthesisassih t hand to refer to learnersd first or
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 practicesiltiimgual communities.
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(NCERT, 2005), includindgor 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 Ehglisb ei ng fa compl etely f
the vast majority of learners (Mukherjee, 2018, p.; 126F, 202D They are expected to

analyse and interpret poetry and prose even at lower secondary grades when, for many, their
basic literacy in English isitdeveloping (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 Figyrieom MSBTPCR, 2018). The

challenges of unfamilracultural references and complex narratives make what are already
lexically challenging texts more difficult to understand. Mukherjee (2018, p. 128) observes
that members of an AExpert Committeeo ( mai
revisedtextbooks in West Bengal have little, if any, training in materials writing. As a result,
textbooks have remained strongly literattoeused, despite attempts in teacher training
initiatives to introduce more communicative classroom practices acrogsuthigy, often

involving British Council (e.g., Mody, 2013Yhis conflict between language and literature
teaching is sometimes referenced as a difference between teaching English as language
(TEaL), and teaching English as subject (TE&Spectively(Anderson20209.

2.3.3.English classroom practices

Lessonsn English language classrooms across India are dominated by the use of textbooks
and exam practic@Bhattacharya, 2013; Meganathan, 201@)many state boards, there is

only one mandatetxtbook 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 ofenis the de facto curriculum (Kumar, 2005; Padwad & Dixit, 2018). In

Maharashtra, for example, the English curriculum for grades 9 and 10 isixophges long
(MSBSHSE, 2012, pp.12228) , and no Teacher 6s Guides
for English. English teaching across India is thus heavilydeeinted, with little focus on

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

English exam#volve onlywrittentestsin most casesncluding items that test basic
literacy (e.g., copyg words correctly) alongside items that testi@pth understanding of

wor ks of |l iteratur e. Sever al fifseeno texts
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mandated textbooks (e.g., CBSE, 2020), thereby enabling teachers to turn to rote

memorisation oftiese texts antheanswers tgredictableext-basedexamquestions
Figure 2

Contents page of Maharashtra State coursebook, Grade 10

[ - Contents - J

UNIT ONE

1.1 A Teenager’s Prayer L. MOFSCocesvesmmansnvansmamncs 2
1.2 An Encounter of a Special Kind Tapan Mukherji ................... 7
1.3 Basketful of Moonlight Sunil Sharma...................... 17
1.4 Be SMART...] e 21
1.5 His First Flight Liam O’ Flaherty.............. 30
UNIT TWO

2.1 You Start Dying Slowly ... Pablo Neruda................... 41
2.2 The Boy who Broke The Bank - Ruskin Bond....................... 47
2.3 The Twins Henry Sambrooke Leigh...57
2.4 An Epitome of Courage Stephen Hawking............... 61
2.5 Book Review - Swami and Friends R. K. Narayan................... 68
2.6 World Heritage e 74

3l IE... Rudyard Kipling ................ 86
3.2 A Lesson in Life from a Beggar Sudha Murthy.................... 92
3.3 Stopping by Woods on a Snowy Evening Robert Frost................... 101
34 Let us March! Kailash Satyarthi............. 105
3.5 The Alchemy of Nature Raksha Bharadia......... 118
UNIT FOUR
4.1 The World is Mine Joy Lovelet Crawford.....125
4.2 Bholi K A ADDAS, . covssusassssisias 130
4.3 O Captain! My Captain! Walt Whitman.................. 141
4.4 Unbeatable Super Mom — Mary Kom ... 146
4.5 Joan of Arc G:B.SHAW.:cossissvivmnssnisiss 155
4.6 A Brave Heart Dedicated

forScienceand HUMANty = = = = s 164

Note.© Maharashtra State Bureau of Textbook Production and Curriculum Research.
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(Bhattacharya?2013) to help their leaersachieve the lowassscoresdocumented 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
sothatMody( 201 3) not eitarning im tldss 10 s Bnotdd itorprgparation for

board examso (p. 31). The recent National
| earningo/ Arote memorizationo practices in
mandating more fAinteractiveodo, Acoll aborati

significant reductiogin curriculum content (p. 12). Paradoxically, it also recommends the
introduction of new exams at grades 3, 5 and 8 (p. 18), which is likelgreaseexam

washbacHKurther.

Reports of classroom observations of English lessons indicate the dominance of
teachetled lecturing in Tamil Nadu (Meganathan, 2017), Delhi (Bhattacharya, 2013) and

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

| earnersdé6 needs, coll aborative | earning, |
questioning in Maharashtra (Mody, 2013). S
concern that fAall t hies toéecaocvheerrasg ea roef bsoytlhlearbe

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 evéivedn
|l ocally as the fAbilingual met hodo (Chattop
Das, 2015)-nbrafiskbathbobng (Bhattacharya, 201
expecting learners to access the challenging core curriculumnedgiseindently, teachers
insteadfinterpred these texts themselves for their learners. While variedtetkiis
interpretationprocess (this terwill be used to describe it henceforth) typically includes
teachers first reciting these texts, then eithergdaesing in, or translating tthe L1
(invariably translanguaging as they do), sometimes asking comprehension questions (in
either language), and then typicafiyictating answeis ( NCERT, @ 6othdaon p . 1
textrelated questions asked in exams &arhers to copy and memorise (Bhattacharya,
2013; Kumar, 2005; Padwad & Dixit, 2018).

Translanguaging both during text interpretation and at other times in the |ésé@as
long been a natural feature of teaching practices in Isdige(g., Kumar, 2005, 1.38), and

i s even recognised in official policy docu
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whether of English or the Indian languages, must yield to a tolerance e$witdhing and

codemi xi ng i f necessar Reenfobs@dHdRgIby Lightiootetal. p . 1z
(2021) report367 5 % @Al an g u a §33% blionyi amdj0d1% Ehdliskonly

languaging during primary English lessons in Delhi and Hyderabad

2.3.4.English teacher monitoring and development

There appears to be little interestit eacher s6 cl assroom pract.i
schoolsinindiaBa mbawal e et al. (2018, p. 19) note
process that is followed for teacheThisevalu
problem is further compounded bglack of interest in classroom practices during school
inspectionsA. Padwadpersnalcomnunication,July 28, 2019, which occur in only 3.4%

of schools every year (CSF, 2020). Teachers are evaluated primarily on theeslsof

their learners (Bambawale et al., 2018hichare regularlyeported as unreliable.g.,

Bambawale et al., 2018; Gandhi Kingdon, 2007; Graddol, 2010), with sources mentioning
widespread cheating (e.g., Sriprakash, 2012) and a lack of staadi@mbetween boards

(Gandhi Kingdon, 2007).

Teachers are allowed up to 20 days off per year for CPD (Tyagi & Jaiswal, 2017)
ACPDO is presumedby manyto be synonymous withi t r a | amd fewgeachers attempt
Ato i nitiate and olithp & PRadwad, 20h3ep. refernngto &tend 6 ( B
top-down workshops and webinars, instelddwever, the picture varies greatly between
states. While none of Meganathandés five pa
training since the beginnin of t hei r appointmento in Tam

fatigueo (2013, p. 7) among teachers i n Ma

A number of topdown English teacher training initiatives have attempted to introduce
more learnecentredand/orcommunicative practices in several states, including
Maharashtra, whete British Council have provided support for several years (Mody,
2013; TEJAS, 2019). There is anecdotal evidence of the impact of some initiatives (e.qg.,
TEJAS, 2019)althoughthis s | i kely to be | imited when ¢

"The term il anguagi as@ superosdinatesdesdriptorafer to langsage usegpmdtices
both within and across named varieties.
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education are both subjestr i ent ed, | eading to Aconfusion

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

2.3.5.Beliefsof Indian teachers of English

Prior o this study, in order to gaimanitial understanshigof | ndi an Engl i sh
beliefs concerning effective teaching;dnductedexploratory researchmongteachers in

one of Indiads two | argest (séerAgdersog2820c). anguag
Seventyfive respondento a qualitative surveglescribed their perceptions of the practices,
beliefs and personal attributes of an imagined effective teacher of English working in a
government secondary school. Datrereported upon through both frequency counts of
specific beliefs (see FiguB) ard 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
Afsheredd ef so prototype (St effective mdiag seonddrg r v at |

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 develaptheir 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, thinkg skills and interpersonal skills) with the
subjectspecific 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 ecadefl y, awar e of her
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 thrahgtuse of pairwork and groupwork.

Her learners value their teacher and enjoy their English lessons. As a professional she
has an oOounquenchable thirstdo for | earni
in innovating in her own classroom, espegialthen contexspecific 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. (Andersti20¢ p. 15)
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Figure 3

Frequencie®f codedbeliefs (on left) and topic areas (on right) among responses

Engages with community

Helps Learners outside school
Friendly

Has moral awareness

Resourceful and flexible

Role model

Love of work

Energetic

Keeps learning

Cares for learners

Works hard

Innovates

Reflects

Builds learners' confidence/motivation
Develops learners' moral awareness
Develops learners' transferrable skills
Supports every child
Prepares/empowers learners for the future
Subject/knowledge acquisition is important
English is a practical tool

Four skills are important

Teach English as language, not as subject
Has good subject knowledge

Plans for teaching

Considers learners' needs

Is aware of outcomes/goals
Organises/manages learning
Learners like/value/love teacher
Learners enjoy learning

Learners respect teacher

Builds rapport

Supportive classroom atmosphere
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Role in community

Attributes

Professional practice

Beliefs about own role

Beliefs about (language)
learning

Subject knowledge

Pedagogic practice:
Planning / directing

Pedagogic practice:
Relationships

Pedagogic practice:
Processes

Pedagogic practice:
Strategies
Pedagogic practice:
Activity types

The findings of this studindicate that teachers in the community in questidio are

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

pedagogys broadly learnecentred and constructivist (Schweisfurth, 2013). However,

€ none of{the] respondents mentioned CLT [communicative language teaching],
and, while a number described | essons b
of CLT (Howatt 184: 279), there was no reference to stronger versions of CLT,

such as taskased language teachirfgnderson2020¢ p. 16)

This finding suppor dbservalitnahatimospliaddintgaeherdf ( -
English have little awareness of languageh@sy methodology, having completed English
literature, rather than TESOL qualificatio$e studyalso nots evidence among the
community of awareness of the TRAIEaS distinction discussed above, wittekatively

small number of respondents (1ddlicating 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 includeye classeverambitious curricula, and

lower achievement in rural aregsrticularly 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-onityegxams

that have a strong washlkaan classroom practices, leading to the prevalence of translingual
text interpretation. Teachease much more likely to have English literature, rather than
language (e.g., TESOL) qualificatigrigtle in-service support, adddespite some evidence

of bdiefs in constructivis@ classroom practices are regularly reported as being dominated
by textbooks, teachégcturingand rote learning, with little evidence of impact of

progressive methodologies, and little awareness of communicative language teaching.
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Chapter 3. Literature review

3.1. Introduction

This literature review beggby exploring the construct of teacher expertise critically,
discussing the various ways itdi@een represented in the literature. It comparpertise to

two closely related constructs: effaehess and experience, and agghat, despite some of
its problematic connotations, fAexpertiseo
investigate in a study that aims to provide a usdéskriptionof appropriategoodteaching
practice in catexts that are challenginBased on this discussionoffer a normreferenced,

working definition of expertise tha suitable for this study

Drawing on Pal mer et al .h&seconcsectiomefthisi al
review investigatethe challenge of identifyingeacherexpertisediscussing how this has
been done in empirical studies and theoretical literatune highlighting common sampling
issues irboth expertise and effectivenegadies arguing that many adopithertoo narrow

a focus, or too naive an understandifghe 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 o
language teacher expertise from around the world, including Tsui (2003), andytiseudsl
attemptedhus far in a developing country context (Toraskar, 20E¥ealing shortcomings

with many of these

The final section will investigate the limited aomd of research conducted into
effective teaching practices in developing country contexts, including survey reviews, large
scale studies and mesmalyses from across the developing world, collating a small number

of shared findings that are likely to beuse to this study.
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These five sections will provide a theoretical foundation, an empirical basescéeat
justification for this studyas well aghe necessargontext 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
Nfexpertised i s a mor anwitkestudies bf expdriehess playaroim , a
the 1960s (Glaser & Chi, 1988; Ropo, 2004), as Figuexeals. Since then, researchers

have attempted to identify and study the practice and cognition of experts in a wide range of
domains, including music, memine and writing. In the 1980s, Berliner and colleagues
attempted to apply the construct to the pr
bet ween expert teachers and their students
say,thd i nk bet ween expert chess and bridge pl
2004, p. 200). This is likely due to the greater complexdfityhe endeavour of teaching; since

the 1960s we have developed computers that can beat us at chess and perfgroutmgsi
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 fHexper
Figure 4

Google Ngrant hart showing frequency of froenrl80& 6 e »
to 2019

0.00400%

0.00250 expert

expertise

1800 1820 1840 1860 1880 1900 1920 1940 1960 1980 2000

Note.© Google Books Ngram Viewer, 2020. http://books.google.com/ngfseeberg.
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In one sense, defining expertise is simple. Ericsson (20184psBffices with
dictionary and Wikipedia definitions to identify three elemgmesent irnost common
sense understandings of the construct: competence (i.e., specialist ability andledie),
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 canno
exist without a person, and that person cannot be a nélaeeever, as we investigate the
plethora of uses of the construct of expertiseundredf publicationsin the field of
education, we find that this word has been appropriated to serve a wide range of purposes
(Bucci, 2003). An initial review obver 30ddfinitions of expertise revealed two tendencies:
The first is a tendency wardsnorm 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 tendenmyardscriterior/criteria referencing, in which
expertise is understood through the presence of specific features, either as possessed

attributes, or practice3.able 2provides examples of definitions within these two tendencies.

While some definitionit 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
experts e t hrough norm (community) referencing
exemplary, to be emulated by fellow member
expert through norm (product) referencing
outstaWli ngo, p. 71), ameéeflateceaddptf s natpomc ¢
expertise as constant engagement in exploration and experimentation, in problematizing the

unprobl ematic, and resp®8nding to chall enge

Thus,itcanbeseenthawhi | e t he three el ements of E
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, thiss a somewhaifuzzyo core (Smithson & Verkuilen, 2006), and individual uses
of the term may appropriate it to different ends. Before offering a working definition
expertisehat will be adopted for this study, | brieiyldresshe relationship between
Afiteacher expertiseo and two related constr

experienceo, sbroetintesisclissed dsisyndnyrosproxiesof expertise.
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Table 2

Normreferenced and criteriocneferenced conceptions of (teacher) expertise

Referencing Type

Example definition

Other authors

norm- 1. productreferenced: A Ex per t s wer Berliner, 1986; Elferink
referenced  expertiseasoutcome t hei r st uden Gemseretal, 2018;
academi ¢ s uc Hattie, 2003; Leinhardt
(Leinhardt et al., 1987, p. & Greeno, 1986; Pepin
136) et al., 2017; Posner,
1988.
2. community féan expert Agnew et al., 1994;
referenced: expertise generally recognised withir Borko & Livingston,
asrole society as surpassing ina 1989; Bucci, 2003;
particul ar Campbell, 1991, Carter
(Johnson, 2005, p. 21) et al., 198, 1988;
Clarridge & Berliner,
1991; Collins & Evans,
2007; Johnson, 2005;
Rampton, 1990;
Swanson et al., 1990;
Traianou, 2007.
criterion - 3. competence nANn expert Bruer, 1993; Ericsson,
referenced  referenced: expertise is particdarly skilledina  2018; Gross, 2014;

asattribute/ embodied
expertise

speciyec

characteristics experts

possess, what procedures
they follow, and how they
differfromnonre x per t

(Johnson, 2010, p. 217)

area
of expertise looks at what

Johnson, 201Q;i &
Zou, 2017; Milstein,
2015; Shulman, 1987
Valdés et al., 2014.

4. processeferenced:
expertiseaspractice/
enacted expertise

N[ Adapti ve

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 tine

(Riel & Rowell, 2017, p.
673)

Bereiter & Scardamalia,
1993; Berliner, 1988,
2001a; 2001b; Bond et
al., 2000; Smith et al.,
n.d.; Crawford 200,
Crawfordet al., 2005;
Tsui, 2003.
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3.2.1.Teacher expertise andeachereffectiveness

An important, but often overlookaglsue when discussirigacher expertise is its
relationship to the parallel construct of
extensively researchex a proposed measure of teacher qualltiiough not always
carefully theorised. D aiduallyanalogausite proodct nef f e c
referenced definitions of expertise, consi
outcome on something else, usually assumed to be leaemprdcEwan, 2002; see

Nordstrum, 2015for criticaldiscussioh Unsurprisingly, therefore, a number of

effectiveness studies define effectiveness solely in terms of impact on studerscexam

such as Stronge et al. (2011, p. 345): AEf
[teacher achievememidices] in the top quartile; less effective teachers were defined as
those with TAI s iWhilethis may been likeoam obgectivze ddsdriptar af .
qguality, it is based on t-hAédsesgeci mpacaghssin
teacher on student exam scores can be reliably separated from other influences on these
scores, such as the | earnersd socioeconomi
prior teachers. Despite many attempts to do this, even in a courtirgmvatof the most

carefully monitored education systeim the world (the US) several authoritative studies

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

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

would not necessarily constitute an appropriate measure of learner achievesrteet. A

leading assessment statistician, Harvey Goldstein (2004) obsgéreesy r i se i n t e
should not be confused with a rise in leag achievement as opposed to-taking

performanceo (p. 10).

Other definitionsof effectivenesinterpret impact as a more complex, multifaceted
construct, not restricted solely to exam a
slightywiderdef i ni ti on of effective teaching as
achievement using outcomes that matter to
discussions, both by Campbell and colleagues (Campbell et al., 2003),2@3dintroduce
theconcepo f Adi fferentiated teacher effectiven
them, who note the importance of a range of impacts, while still clearly implying expertise

asoutcome (i.e., product referencing):
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eit is a misnomersd ocefrfeéders ton [dteadent s
effectivenesso research, because this e
producing achievement gain. What <const.i
definition, and most definitions include success inaming 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 concerrare also noted by Bucci (2003), Muijs et al. (2005) and Goe et al.
(2008), anchave been bore out by more recent, robust international ¢iétte most recent
UNESCO Global Monitoring Report to focus on accountability concludes firmly that test

Afscores are insufficiently reliable as ind

Testscore¢ are influenced by many more fact
studentsdé skills, expectations, motivat
support; peer pressure and aspirations; school organization, resources and culture;
andcurriculumss t ructure and content. Teacher so
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 naels.s ](02 0a0n0d) fiuesxe
i nterchangeably, yet both al so dgdoisgheaeysnsl fie x

impact on exanscores, and acknowledgéher factorsmpacing uponlearner achievement:

Unlike the earlier studies of effectivenessgdatg 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,expertisecan be seen aswider construct, one that can both encapsulate the
productreferenced definitions of effectiveness (see Figirget also allow for other
understandings of (teacher) qualitithout necessarily ignoring impact, agpropriate to the
aims of researchadssuch as myseif seeking 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 teachexpertise and teacher effectiveness

/ TEACHER EXPERTISE \

Wider construct. May also be TEACHER EFFECTIVENESS
community-referenced,

competence-referenced and

process-referenced. include other teachers, the community, etc.

- -/

Product-referenced only: assessed through
impact, primarily on learners, but could also

3.2.2.Teacher expertise andeacherexperience

It has been said that teachers who have been teaching for twenty years may be
di vided into two categories: those with
year 0s cereppated tivanty times. (Ur, 1996, p. 317)

Both longitudinal and crossectional research into teacher professional development and
performance testify to an important truth reflected in the above quote: that there is no simple,
direct correlation betweeteaching 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 Ateache
expertise is not acquired in an even, incremental way; and that teachers are at greater risk of
being |l ess effective in | &oinsistentpiithaesearshoow f t h
expertise in all other domains of complex social behaviour studied (Ericsson & Lehmann,
1996), these studies testify to the fact t
condition in the selection of experttbae r s 6 ( Pal mer et al ., 2005
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 evidencepresentedbove(also see Bereiter & Scardamalia, 1998)ects the

assumption that the formerevitablydevelops from the latter.

3.2.3.A working definition of expertise for this study

In this study| seek to understand teaching, and educafis@ situated, sociocultural

phenomenon, Afa major embodi ment of a cul tu
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(Bruner, 1996, p. 13). | am interested in documenting examples of expertise as recognised
locally (i.e., expertis@asrole). Thus, it isappropriate for me to search out community
referencednstances of teacher expertige line with this, | define teacher expertise as
follows, drawing, in part, on Rampton (1990) and Bucci (2003), who both argue for situated

definitions of expertise:

Teacher expertise isreenactecamalgam ofearnt,contextspecific competenes
(i.e.,embodiedknowledge skills and awarenegshat is valued within an educational
community asa source oappropriate practice for others to learn from.

Assuch,lavoi d the i mplication that it is ne
nor productreferenced (but it could be), and choose to position it as both competence and
practicei teachers both have it and do it. While it is neeferenced (insomuch &gs
contrasted with inappropriate practice in the community), | 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 emesgtha features of its embodiment become
apparent, appropriate to the exploratory approach involved in this study. Nevertheless, | am
also interested in understanding the extent to which teacher expertise in the context studied
is, or is not, similar to itsmanifestation 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 communitiesr teacher8individual practice. With this aim in mind, |
have avoided attempting to filter the literature reviewed below based ang@iori
assumptions of whaxpertiseshould bebeyond separating it from experier(see abosg)
and basic qualified statushave reviewed allemainingliterature purporting to document

teacher expertis@ my attempt teelucidateits fuzzy core

33. The challenge of i1dentifying

This section of this literature review discusses criticallyjumber of challenges relating

specifically to the question of how researchers find appropriate participaetgfmtise
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studies (i.e., the issue of purposive, critefimsed sampling), with the aim of identifying
possible means for the recruitmefparticipants fothis 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

adoptedunreliable criteria, including in both qualitative and quantitatesearch.

3.3.1.Pal mer et al . 0s metarevi ew

Palmer et al. (2005) provide a usefutaeview of how participants in 27 pesviewed

empirical studies on teacher expertiggreidentified. Whiletheir categoriefor participant

sampling criterid i mar ker so0) wer e Stheyrevwd aavtide fanhéaf sy nc r
strategies useit different studiesfrom the employment of robust, multiple criteria (e.g.,
Swanson et al., 1990) to selection lmhse a single criterion alone (e.g., Leinhardt &

Greeno, 198). These are summarisedTiable 3 While community referencing and
competenceeferencing were both common, product referencing was fairly rare and process
referencing was not apparénit is more often discussed in definitions or descriptions of
expertise based on literature reviews (e.g., Bond et al.) 20@@ a finding of expertise

studies (e.g., Crawford, 200Tsui, 2003). Palmer et al. note a number of the challenges
involved in employmg such varying criteriainwhateat t i mes WfAhaphazar d
selection procedures, particularly regarding construct validity, and the use of a single

criterion or single criterion plus experience. They go on to recommendgatd multiple

criteriaprocess to encourage greater rigour in participant selgdiscussed furthen 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 Asoci al r thecsolegon primaryanitedign foosklécing e n
participants. This has occurred most often through recommendations of specific teachers as
Afexpertso from district education official

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

8 Sampling criterisshould not be confused with criteriveferenced definitios of expertise discussed above. A
sampling criterion coultbe based upoeither criterionreferenced (e.g., possession of specific attributes) or
normreferencede.g., social recognitiorgefinitions of expertise.

° For exampleincluding mentoringrolee nder fdAper for mance criteriao and I
fiprofessional/social group membershipd (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 rathersoned ed i nt erest i n t
and so should be awded in isolation (Palmer et al., 2005). Further, given that few such
recommenders are |likely to have experience

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 Description Critical notes

(# studies)

Teaching Most studi es r e g Authors note that experience is
experience (16 experience. Prerequisite only. inecessaryo bu
studie$ for the selection of expert

teachergp. 2J.

Social recognition Includes nomination from relevant 16 of 17 studies also used othe

(17 studiey stakeholders: headteachers, other  criteria. 6 of 17 used multiple
teachers, sidents, parents, local stakeholder nomination.
education authority, inspectoratad
teacher educators familiar with
context.

Professional/social Included teacér certification, holding Unusual choice of term.

group membership an advanced degree, participation or Many of studies involved

(13 studied teacher education course, statusasificooper ati ng t
mentor teacher or teacher educator ¢ had been studied by researche
well as membership in an educatione before. Never used in isolation.
organisation.

Performance Including through learner exam A ratherlarge category

criterion (16 performance, teacher rating (e.g., by including a wide range of

studie$ inspectorate or headteacher), criteria, many of whiclare not
comparison to colleaguess well as  obviously performance related.
descriptions of qualities (i.e., Often a combination of several
competence referenced), receipt of performance criteria were
awards, senior responsibilities, involved. Those that were
conference and other public competenceeferenced often
presentations, and teacher self involved high inference criteria.

evaluation. Also included researcher
screening and observation of lessons

Another problematic single criterion often usedy(, Leinhardt & Greeno, 1986

involves selecting teachers solely on the basis of learner exam perfoymaidematic due
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to the chall enge -@addedie nitmg ad tnh go ft haassdiivrad iuw
above(see 3.2.1and acknowledged by Palmer et al. (2005, p. RBp 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 appropaue sufficienindicata 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 leasoers highest n exams are i n f a
childcr ammer s r at her t h &nochahX@ls, p.I8®mIsoseeAmeeid-a g 0 g u ¢
Beardsley, 2007; Campbell et al., 2003; Goe et al., 2008).

A third issue relates closely to the second. A number of studies havedelect
participants whose practices are consistent with those documented in prior literature on
teacher effectiveness expertisge.g., Bond et al., 2000; Milstein, 2015). However, if the
previous sampling error has caused researchers to identify only teatloseslearners
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 thatias present in a number of studies revezgife.g., Sabers et al.,
1991; Smith Feger, 2009; Westerman, 198¢plves what might be calle@ygmalion
sampling i n which a researcherds own bias reg
teachersseems to have influencéakeir choice of particignts 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 selketrti 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 devetmpingies is likely to
sharea number of features wittxpertise as studiad more privilegeccontexts, alongside
certain featurethat are distinct to the context in question and ottiertsare shared
primarily with otherlow-incomecontexts. In ordeto be able to demonstrate this, this

section of the literature reviesiscusse&indings from prior research on teacher expertise
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worldwide (althoughthe majorityof studieswereconductedn theUSAY). Given the
extensive literature involved and the spéimitations of thighesis 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 506rpeiewed papers, books and

PhD studies of potential significance to teacher expéftiseluding influentialworks

beyond the field of teachinger sge.g., Bereiter & Scardamalia, 1993; Dreyfus & Dreyfus,
1986)that were reviewed for theoretical significantéhen screened these a second time for
studies of teacher expertise as discusdmye, excluding approximatedpO irrelevant
studiessuchasthose hat wuse the term fAexpertiseodo to
knowl edge (e.g., Aktekin & Celebi, 2020) o
yet involving generatliscussions of authanterpreted 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 participaspeificallyselection based on expearee

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

were readn full. Among these, ¥research papers reported ahadiginal empirical

studies? from which the findings below are summarisetth occasionateference 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 variousymetimes subject specific) and contexts around the world,

I hereprioritise 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 | refer tdistrong evidenag six or more studies supported a finding, and
fisome evidena® two or three supporting studies were found. For reasons of space, only one
to two example citations are providdablel7, in Chapter 11 provides a full list of the

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

1059% of studies reviewed.

11 Only studies published in English were returned by the databases.

12 Sometimes two papers reported on the same datadser dindings; these were merged (e.g., Crawford,
2007 and Crawford et al., 2005).
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citations are given thereAs Table17 also presents key findings of this study, it is not

presented here.

The findingsare organised into the following categories, which were developed during

the reviewo reflectthe varyingfoci of the studies

. the knowledge base ™
. the cognitive processes

. the beliefs >- of expert teachers

. the nature/attributes

1
2
3
4. the pedagogic practice
5
6

. the professional practice—/

3.4.2.The knowledge base of expert teachers

There is strong evidence thatpert teacher€E(Ts) 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 & Strahan4R0Chere is also evidence of

extensive pedagogical knowledge (Swanson et al., 1990) and well developedsklfory
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 intsgl87ant ed kno
Pedagogi cal Content Knowledge (PCK), a fAsp
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®a s 6 dec !l ar
knowledge (e.g., about grammar, lexis and phongl¢bsui, 2003) and their own language

proficiency (Andrews & McNeill, 2005) is better developed than that ofexmert teachers.

The question of whether the knowledge base descrilred$anique to ETs or merely
aprerequisitd or expertise is debatable (see Hatt
HousnerandGr i f f eyds (1985) studies, for exampl ¢

demonstrate much of the expertise that Hatti@32@rgues is specific to experts.
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3.4.3.Cognitive processes of expert teachers

There isstrongevidence that expert teachers have an extensive range of automated cognitive
processes and heuristics, employed both when teaching (Allen & Casbergue, 1997) and
whenplanning (Borko & Livingston, 1989). It is speculated in the wider expertise literature
that this automation frees up mental resources for less predictable occurrences (e.qg.,
Feltovich et al., 1997). This is consistent with strong evidence that ETs iglvaiareness

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 dexisias 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 experiencduketsdn 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 Scardamali a
todoso,doe ment ed well i n Tsuib6s study of an ET
unproblematico (2003, p. 267), and |l earnt
of reflectionin-action (1983seeAnderson, 2019).

3.4.4.Beliefs of expert teachers

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

& Miller, 2018), there is also clear evidence tb#tersare shared crossulturally. These

include strong evidence that ETs have a sense of moral duty (Hanusova eBalY,£f,
2014), e v ednvindgthemgGainpbeil,d991, B7), and evidencef a related

belief in facilitating growth Aof young pe
37; Milstein, 2015).

A large number of studies provide strong evidence of a belief among ETs in the
i mportance of building good relationships
Sorensen, 2014), with autharscasionallyemploying parental metaphors to describe such
reati onships (e.g., Amot her ip.81Y;dhisis Bfter lihkedu g h a
to a frequently reported belief iSmitht&he |1 mp
Strahan, 2004Tsui, 2003).
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In the area of motivation and expectations, @hisrconsistent evidence that ETs see it
as important to motivate (Li et al., 2011; Traianou, 2006) and/or engage |d@seng,
2018; Milstein, 2015)n the learning process. While many also believe in the importance of
setting Ahigh,cRa@abBg¢gngesdah({(Hat expepectati ons
learners, they resist blaming their learners for shortcomings (Goodwyn, 2ith; &
Strahan, 2004 and frequently accept ultimate responsibility for success and failure in the
classroom (Gross044; Schempp et al., 1998), although many also believe learners need to
take responsibility for themwn studies and behaviour (Gross, 2014).

There is evidence that ETs, at least in Anglophone countries, exhibit respect for their
learners (Bond et al., RO; Sorensen, 2014), and avoid making a priori assumptions about
them (Carter et al ., 1987), including what
streaming practices in some educational systems (Tsui, 2003, p. 91). They believe in treating

learnes 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 & Roveg§0o, 2
Lawrie et al., 2019), particularly a belie
and prior schemata (Gudmundsdottir, 1991; Yang, 2014), and some evidence that they
beli eve i n dev e kkilgjautongmyl(Le€aZou 2017¥ndangsidgel d y
teaching, there is evidence that ETs believe in the importance of skills practice (Toraskar,
2015; Tswui, 2003), and partial evidence of
competence in the target language (Hanusova et al., 20&37au, 2017).

3.4.5.Pedagogic practice

Perhaps the most i mportant observation to
teaching is that it variegven when subjedpecific analysis is conductethis 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 appresmor 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 many, this planning may not
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require anywriting (Borko & Livingston, 1989; Westerman, 1991ijt seems thaffor such

ETsAipl anning is a thinking skillo ¢Scrivene
preparation task. There is also strong evi
(Lawrie et al., 2019) and their lorigrm objectives (Pike, 2@) when planning, yet their

plans remain flexible and contingent, allowing for final decisiortsetmmade while teaching
(Tochon & Munby, 1993). In the related area of materials preparation and use, there is also
evidence that ETs develop their own teachiegrning materials (TLMs) and resources (Lin

& Li, 2011; Pepin et al., 2017), making regular o$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,dextbooks) (Chen & Ding, 2018) and two studies in language
teaching indicating that some ETs al so mak
McNeill, 2005; Tsui, 2003).

In class, there is strong agreement that ETs exhibit considerable flexibilitypable
improvise while teaching (Bond et al., 2000; Even & Goittlib, 2011) and respond to learning
as it happens, indicating that both Yinger
performancedo and Andersonés (2019jtantof HAi nt
components of ET practice (Asaba, 2018). Yet they are able to do this without abandoning
their preplanned intentions for the lesson. As Borko and Livingston (1989) note, ETs are
Avery skill ful at keeping t hbjeclivesskilealsoon tr
allowing studentSquestions and commentstobesping ar ds f or 4d8il;slsou s s i

see Westerman, 1991).

With regard to lesson structure, there is strong, consistent evidence that expert teachers
have clear routines and pemures l(einhardt & Greeno, 19360often 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 leagWesterman, 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 thgpertsar e abl e t o fanticipate
fomoccurri ngo ( HasoWdsterman21990)3the refative lack of discussion of

responsive behaviour management (i.e., how ETs deal with misbehaviauppp or t s Ha't
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assertion. Consistent with this, and with several beliefs documented absveaer
frequently been found to fi[fcreate] positiyv
al., 2002, p105; Smith & Strahan, 2004where mutual respect and close, meaningful
relationships are the norm (Gross, 2014; Yang, 2014) and positiverceimfent 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 thghuenjoyable, intrinsically motivating
practices (Arani, 2017).

With regard to teaching approaches, the evidence points to significant diversity, with a
large number of studies documenting Bbsh making use of wholelass teaching (n = 10;
e.g., Leinhadt, 1989) and usg learnerindependent activities (n = 10; e.§mith &
Strahan, 2004 and several reporting ETs balancing between both tetadhand learner
centred interaction formats (e.geinhardt & Greeno, 198@orensen, 2014). Similarly, in
| anguage teaching, there i1 s evirandwoestedien f A
(Hanusova et al., 2013, p.33; Tsui, 2003).

During whole class teaching (WCTBfudies invariably report that it is predominantly
interactive (including questiongn elicitation and discusside.g., Arani, 201, rather than
oneway 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, isdocumented to involve both closed (e.g., Traianou, 2006) and more open
ended questions (e.g., Varrella, 2000), wgitimeinvolving a focus on higher order and
critical thinking skills (Torff, 2006). Mainly, but not exclusively during WQHhere is very
strong evidence (n = 19) that ETs regularly link lesson conténbtduild it upord
|l earnersd prior knowledge and | ife experie

theabovedocumented beligh thisamong ETSs.

With regard to what are often descibe a s Ffcleena rrreedro(e.g,ct i Vi t i e s
Schweisfurth, 2013}here 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 practicésooperative learning (Berliner, 1991), and peer
tutoring/instruction of various types (Chen & Rovegno, 2000). There is evidence that ETs
monitor learner seatwork and groupwork during activit&®ith & Strahan, 2004
particularly to provide on#&-onetutoring 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 ofinductive (e.g., problerfbased/discovery) learning (Traianou, 2006; Yang, 2014).

In these manyaried accounts of ET practice, there is strong evidence from both
WCT and independent activities of ETs scaffolding learning effectively (Andrews &
Mc Nei | | 2005), and of their deHagénetmi,ng | e
2020, rather tlan simply knowledge. There is also strong evidence that they are able to
provide differentiated instruction accordi
(Goodwyn, 2011; Hattie, 2003), and al so th
autonomous sty 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 EfEgulaty focusng on exam task skills and awareness
raising particularly in contexts where the influence of high stakes exams is strong (e.qg.,
China; Yang, 2014 Formative assessment seems to be an important element of ET practice,
with strong evidence from a wide range of contexts (Elayden et al., 2090Qconsistent
with Black and Wi liamdés (1998) findings in
descibed above, new instruction is often reported to be predegladsessment of
current/prior knowledge (Meyer, 2004; Westerman, 1991), and there is strong evidence of
ETs providing extensiyejualitative feedback to learners on their progress (Blackwell,
2020). They aralsoobserved to engage learners in the assessment process (e.g., self
assessment, peer assessnidayden et al., 2030and able to make use of visual cues to
assess both engagement and learning (Webb et al., 1997), consistent witht ttegnhady
documented finding among Ein 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

Whil e earipyodpcesagtudi eyditlewmboat the relatiendnipr el at i
bet ween t e acddsandthed effpciveress (Carpbell et al., 28)Qresearch on

ETs indicates thesgularpresence of certain attributes and qualities among them. Firstly,

there is strong evidence that ETs 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) indicatihat ETs care, often deeply, for their learners (Gross, 2014),

suggesting that many may posses what Rogesicallc ondi t i onal positiwv
of attitude that is most |ikely to | ead to
the ®urce 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), hadmany 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 priderelated;Berliner, 1988; Tsui, 2003), and others tegess resilience,
particularly in more challenging circumstances (Campbell, 1991). There is also strong
evidence that manmadhave GHRolslietitve 2@01I, p.
i n t he ntnihl&Seahan, 2004 p. 36 5kvelofrseliéfaf hcagbyo ( Ha
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 arehidtelly 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) aneservice qualifications (Tsu2003).

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 leade8m(th & Strahan, 2004 mentors, oon a more informal

|l evel, as peers. As Traianoubs (2006) ET o
any difficulties. Other teachers have told
(p. 66).

Finally, there is strong evidence that ETskenge 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).ur$2003) links these different areas of

professional practice together, noting t ha
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her competencé constantly reflecting on her teac
seeking professional inputandtiyy o ut ways to i mprove her o
103).

*k%

This third section of the literature review has identified a large nuoflsamilarities
among studies of teacher expertise around the world, relatthg kaowledge, cognition,
beliefs, attributes, pedagogic practice and professionaligrpert teacherd he studies
reviewed represent a variety of levels (although 48&%lve secondary level) and a wide
range of subjects (maths, sciences, foreign and second languages, language arts, physical
education, music and dance). The only areelearbiasis nationa) with 59% of studies

reviewed conducted in tHéSA, although 12 othrecountries are also reported from.

3.5. Studies on language teacher expertise

While this study avoids a strong subjagtecific focusit acknowledges that studies on
language teacher expertisee likely to be of greater relevancemine. Thus, this section
looks at such studies in greater detail to enable @asparison with my findings later in

thethesis.

Surprisingly few empirical studies have been carriedtmattclaim a focusn
second/foreign language teacher exper@d¥e¢hesea numbemere rejeted because
selection criteria onlyncludedexperience and/aqualification(Farrell, 2013; Farrokhi et al.,
2011; Shin & Kellogg, 2007; Stewart, 2006; Wang, 2018; Yazdanmerh & Akbari, 2015;
Yazdanpanah & Rahman, 2018), which, as discussed aboao@eaisually considered
insufficient for a study to be characterised as one of teacher expertise (Palmer et al., 2005;

Tsui, 2009). The remainder are summarisetiahle 4and discussed below.
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Table 4

Prior studies on language teacher expertise

Author/year Type of study Context; level, Participant details
subject focus reported
Tsui, 2003 Qualitative case study Hong Kong 4 teachersl expert, 2
conducted in one secondaryEnglish. experienced non
school over an experts, 1 novice.
academic year.
Toraskar, 2015 Qualitative case study Pune Indig; 3 expert teachers

conducted in 3 school secondaryEnglish.
in the same city.
Andrews & McNeil, Brief case studies, Hong KongandUK; 3 6 §teachérsalso

2005 incl. observation and secondary and tertiary characterised as
interviews English. experts.
Hanusova et al., 2013 Interviews, qualitative Czech republic 30 expert teacher8
2014 Ulicna et al., analysis. secondaryEnglish of whomparticipated
2016 and Gernan in 2"9and 3 studies
Li & Zou, 2017 Mixed method study  Shanghai, China 5 expert, 10
on expert secondaryEnglish. experienced non
lesson planning. experts, 6 novices.
Yuan & Zhang, 2019 Study on identi Ching primary, 2 expert teachers, 2
involving interviews, English. former expert
gualitative data. teachers.

3.5.1.T s u stullys

Tsui 6s ( 20 &%l knovensltenvadveédaud tgachers working in the same school
in Hong Kong, one ofvhom, Marina, iselected and discussad an expertteachd s ui 6 s
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 criticaldctors that shaped the development of expertise?

Ts ui 0 offersdcandincing,detailed description of a teacher whose practices
reveal evidence of expertise, through her dedication, professionalism, critical reflection and
high standards, both for iself 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, Tsuib6s study is undermined by I
i nvolving one, iekpegodtes eacheo of fer a gene
language teacher practice in her final chapter that, she admits (p. xii), is heavily influenced

by Bereiter & Scardamaliabds (1993) researc

findings, nor acknowledge the danger of generalising from a sample size of one.

Secondly, Tsuid6s sampling strategy is pt
thrice studiedforirss er vi ce qual i fications in Tsui s c
per sonal tutor on two occ aAswhichhwasapparenth udi ng
concurrent w#Tsliis Aostrarisgaent aboutitkisyrelationship, stating that
Marina was selected fAon the basis of the v
her course tutors, her principal, her coll
onMai nabés practice (Mari na ac kot @\W6é)ddudgsais t hi
di scusses neither this, nor the Areactivit

occur in a study involving a teacher for whom she was practicum supervisor.

352Tor askar 6s study

Toraskaro6s (2015) P h bdian éPsne, Maharastitgggcandaryt hr e e
exam class teacheissof greatpotentialrelevance to my researdier research questiofys.

3) aimed toelucidate

1. definitions of ELT expertise among the local community;
2.the effects of the Asociocul tur:al cont

3. characteristics of the teachgsth in terms of their classroom practices and
participation in the local community.
Unfortunately Toraskarhassignificantdifficulty answeringhese interesting research
guestionsWith regard tahe first she conductedndy two interviewsfor only one of her
three participantéshe failed fothe othetwo), and theseshe admitgpp. 85 86), were
largely unsuccessfutausing her to speculate on the answer based on indirect evidence. In

thediscussion oher second research queststre fails to addresociocultural theory

3Both werestateda®s ngoi ng during Marinads eighth year as a
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entirely fpp. 273 279, offeringonly a description of the many contextual challenges that her

participant teachers and their learners faced.

Concerningher third question, Toraskar documeseveral interesting shared
characteristics of the participant teachers in reasonable detaiiig principled use of
|l earnersodo | anguagetherimdenmastramgiengfofputrp@isre
natures and needs, and some evidence that the participdmislhdeveloped pedagogical
content knowledgealthough the complete alvgae of lesson extract dat@m her findinggs
concerningpnlyafewd e c ont e x t u al arepeedentéuethe anatipotiolgy 0
chapter (pp. 7782).

Two further concerns include heampling strategy and exam class focus. She relied
primarily on the @inions of a small number éfs ¢ h o0 o lals p p étaidestify igood
teachers (pp. 6%6), a characterisation that Berliner perceives insufficient for the
identification of expertise (Brandt, 198@jurther, her decisioto study solely higtstakes
exam class teacheadmost certainly limits the accounts of expertise she offers seyerely
given Modyods ( 20 lakgin Maharashtta) h a b s & a’Mearhingéena c hi n
Class 10 is Iimited to preparation for Dboa
(3.2.1 and 3.3 )Yof mistaking effective exam preparation for expert teaching.

T o r a sskudyrisdusther marred by confusing discussion of data sisaiynd the
inclusionof very few research tools, data extracts and audit trails in her apperadiioés
whicharenecessary to provide the transparency
component of any study of teacher expertise. As such, Itheaedthis studywith caution,
drawing only on direct quotes from the teachers and lesson observation notes as potentially

useful evidence.

3.5.3.0ther language teacher studies with more specific foci

The study by Andrews and McNeill (2005)n v o | v eexpetd h (7@ eeacliers who

received the highest grade onatvancedn-servicepracticalqualification apossible

indicator of expertisécf. Hattie, 2003) The authors focused primarily on aspects of their
parti ci pan,indidgthd all@xkibitel dxtersive subject knowledge, albeit with
fgapso (pdevieldgpedveRPCK, knowl edge of | earn
engaging with languageelated issues in the clasem In the area of professional practice,

all exhibited reflective skillsselfa war enes s, Afa | ove of | angua
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in their further (lifelong) learningOnly limited detailsare offerecbn their classroom
practice although thessuggest they balandéorm-focused instruction with more meaning

focused practice opportunities.

Thethreestudies by Hanusova and colleagues (2013, 20lidna et al., 201pappear
to have involved weltheorised research questions as well as sufficient detail on
methodology which involved extensive data collection and transparency in coding
proceduresTheir sampling strategy wasonsistent withhecommendations in the literature,
as discussed abavEhe first study (2013) sought to analyse the nature of 30 foreign
language e ac her s 0 e x p estrutturesl etervidws follovgnly lessan mii
observations. While their discussion is he
(1995)prototype, their findings are broadly consistent with a numbpriof studies on
expert tachers (e.g., Bond et al., 2000hey find evidencé¢hat their ETs hava holistic
understanding of language and language teachiéeggnise the importance of collaboration
with colleaguesare interesteth innovation and experimentatipandsharebotha critical
perspective on their own competenceslthe ability to form their own professional
philosophyof practice The secondnd thirdstudes (Hanusova et al2014 Ulicna et al.,
2016 involved more detailed interviews wigightof these teachsrto analysémportant
features of their professional development and idenfitey found that seknowledge,
intrinsic motivation, value system, job satisfaction, openness to change and ability to cope
with the demands of the profession were all keyuies ofp a r t | cselfpnaget s 6
(Hanusova et al., 2014), and that they engaged in lifelong learning, autonomeus self
devel opment through reflection and experin
worked closely with colleagues in mentoring rdlg$icna et al., 2016)Unfortunately none
of these studies focused on classroom practices, providing little insight in this area, although
theydo supporthe hypothesithat in other aspects of their practice (e.g., knowledge base,
cognition, identitybeliefs), no noticeable differences from teachers of other subjects are

apparent.

Li and Zouod dexpet,@xpétignced and moyice BFL teacher lesson
planning involvednly singlecriterion sampling (recommendations of locakgrvice
teachetrainers)andinvolved artificial group planning sessions and interviews, rather than
observation oparticipans Baturally observeglanning procedure, hence it Hag
ecological validity. Nonetheless, they found thattBdisp | anned wi t h gr eat

efficiencyo (p. 236) than experienced or n
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proposemorelearnercentred lesson structures, with greater emphasiseamimgfocused

activitiesandresponsivdorm focusin the latter part of the lesson.

Yuan and Zhangoés (2019) study fomwosed ol
ETs and two formerETs Their sampling procedure was a
awardso (p. 7) are not qualified (see Berl.
The two ETs in the study provide evidence of continuous, sometimes critical reflection, a
desire to continue learning and an active CPD. @nke two activaeaders, Qing, reports
being a teacher researcher (p. 15), and the other, Hong, reports developing a stikeCLIL
approach to promote meaningful Il nteraction
self-evaluation skills. There is evidence that bothikited care for their learners and an
interest in supporting disengaged/loveehieving learners (pp. 181), although the authors
relied entirely on selfeport data, whickhouldbe treated with caution (Borg, 2006).

*k%k

This fourth section of the litature reviewhas revealed paucity of prior studies on
language teacher expertise, which alone would suffice to justify the current study. However,
the fact thatmanyof these are marred by shortcomings provideherjustification. Of
those findingseported in the more reliable studidse majorityare consistent with those of
the wider literaturgindicatingthatmany features dnguage teacher expertme

consistent with those @éachers of other subjects.

3.6. Effective teaching inthe Global Souh

The final section of this literature review addesgsrior research frorthe Global South
Excluding Toraskardéds (2015) problematic st
lower-incomecontextswas found. In the absence of such research, this section of the

|l iterature review discusses evidegocgyodriom
developing countries, given the significant overlap between the constructs of effectiveness
and expertise noted above. Westbrook et al
devel oping country cont ex tddearnisg aaidtiespvhieghd her
make some observable change in students, leading to greater engagement and understanding
and/ or a measurable i mpact on student | ear

limited to the findings of more rigorous (likemore reliable) studies, including survey
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reviews, largescale studies and metdmalysegrom low- and lowermiddle income

countries Evidence comes mainly from Si#aharan Africa and South Asia, although one
study from Chinads |atswiechided (Parkc&dHanaump20@Bpth n c e
qualitative research (e.g., Pryor et al., 2012; Westbrook et al., 26d3)uantitative studies

since 2000 were reviewed, although statistical, oftereconometric analysescluded (e.g.,

Aslam & Rawal, 2015%hed little light onto classroom practicas,notedifMur al i dhar a
(2017) and Al exander angll.3(aoe)l5) <cri tiques (s

Two general findings of importance emerge from this review, firstly that there is clear
evidence that teacher qualityatters* in developing countries, possibly even more than in
developed countries (Buliggers 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, 201; BuhtWiggers et al., 2018; Conn, 2017; Park & Hannum, 2001; Power &
McCormick, 2014). Secondly, there is evide
effective pedagogy iat least some contextstime Global SoutlfAslam et al., 2016, p. iii;
also Alexander, 2008). To illustrate this, a number of studies note that teachers who come
from their | earnersé village are more effe
Park & Hannum, 2001; Singh, 2013)difference that may ba@ part,languagéiaect

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, 2019@&ritchett & Beatty, 20122015 World Bank, 2019)

there is evidence that more effective teachers are able to managdaridis curriculum
appropriately to their learndrs n éWestlwook et al., 2013). Correlations have also been
found between careful planning (not necessarily written) and improved learning outcomes
(Aslam & Kingdon, 2011; BuhWiggers et al., 2018; Westbrook et al., 2013), la@iveen

the regular use of varielLMs and improved outcomes (Bhattacharjea et al., 2Adidy et

al., 2012; Pryor et al., 2012; Westbrook et al., 2013).

4j.e., itis 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 inghexam scores

and mor-fer ifemdll ywo cl assrooms, where teacher
(Bhattacharjea et al., 2011), or are considered by learners to treat them fairly (Singh, 2013).
There is some evidence that more effective teachers were carbtulriclusive of

marginalised and disadvantaged studé@tames et al., 2011), including India

(Sarangapani et al. 2013; Sharma, 2013).

3.6.3.Teachingpractices

A number of sourcemdicatethat more effective teachers workingtime Global Soutladopt

ane |l ectic approach to methodology. Westbro
combination of both studerand teachecentred pedagogical practices, integrating newer
pedagogies with more traditi onaAddyetde sO0 amo
2012;Mamba & Putsoa, 2018). Nordstrum (2015, p. 44) notes more effective teachers
typically begn with whole group instruction followed by independent (individual) work in

ways that mirrofi Dect Instructior (see Hattie, 2009).

Buhl-Wiggersetall 2018) note that teachers who a
cl as sr oo moAddy ptal, 2212;;Shaaria,2@13) and increase student participation
andtaskf ocus (i .e., engagement) are more effe
(2013) key findng 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 evidencetrateffective
teachers | ink | earning tthe Glml&Soutii@rimsséetal.,i v e s
2011; Sharma, 2013ncluding India, where Bhattacharjea et al. (2011) mo8ethat
teachersshomakeu s e of fil o cweahigkexinpacpdn Ea@er ekam

performance.

There is evidence of the importance of varied questiéningth open and closédto
effective teachingMamba & Putsoa, 2018; Sharma, 2013; Westbrook et al., 2013), and the
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importance of creating space for learner questiddsly et al, 2012; Nordstrum, 2015;
Westbrook et al., 2013vhich isalso linked to improved exastoredn India
(Bhattacharjea et al., 2011).

With regard to collaborative learning, there is consistent, although sometimes weak
evidence (intermsofefect si zes) that the inclusion o
(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 siotal 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) no
seen to greatly facilitate sofuldaadnt | ear ni n
codeswitchingd among more effective teache
(2012). Studies that focus on languaging practices in developing countries @xteidsive
evidence of the 1 mpor t anmaoeepabledilanguagestpeor at i n
classroon(see Anderson & Lightfoot, 2018; Heugh, 2p2a findingalsosupported by
Toraskarés (2015) study.

3.6.5.Formative assessment and feedback to learners

There is little evidence in the area of formative assessment. Riglo(2012) and Mamba

and Putsoa (2018) note it was rare, but th
approach to assessmento (p. 482) among mor
to lower achievers, also noted by Conn (2017). Westbet al. (2013) note that more

effective teachers provide useful, individualised feedback to learnerA@dscet al, 2012)

and Singh (2013) notes a correlation between regular teacher correction of notebooks and

higher exam achievement.

3.6.6.Teacher cogniion 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 significantiogistip between

Englisht eacher sé English proficiency and pupil
that teacher confidence and attitude to work are important, often correlating with measures

of teacher efficacy (Aslam & Rawal, 2015; Westbrook et2811,3), including in India
(Sehgal et al., 2016; Singh, 2013). Pryor
refl ect i vamongnorne effeciive teachers in East Africa, who were also willing to

take personal responsibility for their learn s 6 | recagnisingnhgat A1 f a chi |l
read it may be the fault of the teachero (

367Kuchahds study in Camer oon

OnefurtherPhD study of potential relevancertonewas identified from Cameroon

(Kuchah, 2013). While thprimaryfocuswa& contextually appropri a
casestudyinvolvedan attempt to findi g o ¢edcberof English He also provided

opportunities for Cameroonian teachers and learners to discuss issues of effective ELT
practice. Li mit atpartwipastsamplind straegydwhikhudeperaldd @rs

the reliability ofrecommendationsfi pedagogi ¢ aut horities and
includingschool inspector§. 86)within an inspectorate community thagis critical of

His addition ofanextraparticipantpartway through data collectidorased on learngrd

opiniors (p. 86)is also unusual sampling practi@though is arguably justifiable in an
exploratory studyf this natureDespite these limitations Ku ¢ h a h @rsinsfghtful.d i ng s
Whil e | earner and teacher perceptions of i
differed, shared beliefs concerning best practice were identified, including a belief in active
participation of students in a strefsge learning environment, as wedl the importance of
explanation, demonstration, exemplification, effective questioning, the use of teaching aids
and realia and the inclusion of songs, rhymes and stories (AR 72931t is notable that

many of these qualities are consistent with tlegdiurefrom the Global Southeviewed

above, particularly the findings of Westbrook et al. (2013).

3.7. Conclusion

This literature review hashownnot only that there are no relialgdor studies of teacher
expertise fronthe Global Southbut also that the are very fevexpertise studiesom the

field of language teachingnostthat existareeithermethodologically problematior
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restrictedn scope, sheddinigmited light onto classroom practice, in particulBespite this,

the available evidence inditesmanyfeatures of languge teacher expertiskatare

consistentvith those documented the wider literature. Likewisémportant commonalities

can also be found between the findingeiéctivenesstudies conducted in developing
countrieswith thoseof the widerET literature, consistent with my contingent hypothésat

some features of teacher experisem to be widespread (if not univers@hese seem to
includethe caring naturef expert/efective teachergheir ability to build meaningful

learning communitieandtheirabilitytod r aw upon their | e@a@r ner so

background schemata to facilitate learning

Most importantly of all, this literature review finds that teacherituaiatters no less
in developing countries than developedtountrieshrough evidence that effective teaching
leads to improved outcomes in such contexts. Thefacgtthaa x c | udi ng Tor ask
problematic studyno priorresearctdocumening the practicescognition andther
characteristicef expert teachers working the Global Southvas foundays bare the
apparent neglect of this important area of research. The current sthdyei®reustified.
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Chapter 4. Methodology

4.1. Aims, research questions anghhases of the study

The broad aim of this study at its inception was to offer an account of teacher expeartise in
Global South contextith English as the subject focus. | aimed to investigate the extent to
which the practices and cognition of participgeachers were similar to each other, and
similar to, or different from, those of expert teachers from prior studieiginerincome
contexts. These intentions led me to choose case study as my research method. However,
important questions concerning whicontexts, what type of account, and how many cases
would be studied remained open. Over time, opportunities have provided attstirese
guestionsthe opportunity to work in India provided an appropriate context and my decision
to make the study paetpatory has informed both the type of accoaimdl research questions
that it hagnvestigatedas well aghe number of participants included. The following two

primaryresearch questions have crystallised over this period:

1. What are the features of theqagogic and professional practice, related cognition
and beliefs of expert teachers working in Indian ssp@nsored secondary
education?

2. What commonalities and differences can be identified when comparing these
features?
The followingquestion, 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 combied with a methodological aim to make the study as participatory as
possible (discussed belowhesententionsled me to develop seven phases to the study, as
shown inTable 5 The first phase;oncurrent wittthe literature revieninvolved developing
atheory of expertise anglated appropriate recruitment criteria, leading to the recruitment
procesf the second phase. A cday meeting was then conducted with participant
teachers both to plan tipeimaryfocus of the study and to agree on other miéoutcomes
based on pharednteresis m thethird gBhase. This was followed by data

collection in phase foutndividual case data analysis took placg@hase five, although this
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naturallyoverlapped with phases four and siX &gganaralysing anccomparing cases

while still collectingdatain t hi s sense, fAemergent theoryo
collection (Atkinson & Hammersley, 2007, p. 1%28so see Bartlett & Vavrus, 200 The

final phase involved writing up the studgelf. Each of these phases is discussed in detall

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 Drawingon literature review and background  An inclusiveapproacho
expertise and research| develogd atheory and definition of  participantrecruitment
developing teacher expertiséollowed bycriteria for was devioped.
reciuitment recruiting participant$or the main stug.

criteria

2. Recruitment of Participantdor the main studyvere recruited

participants through a call for expressions of interest and @

video-interviews
3. Planning of A meetingwith study participants/as organised During the meeting we

study and outputs to plan thestudy (focus, research questions, decidal on outputs/
approach, participant welfare) outcomef interest to
participantqco-authored
book).

4. Data collection Initial pilot studywas conducted and data
analysedThis was followed by visits to @
remainingparticipans to complete data collectior

5.Individual case Data analysis for individual casess conducted Participants wote

data analysis including transcriptin, coding andanalysis of chapters for cauthored

participant data tobuild individual case descriptions. book

chapter writing

6. Comparative  Crosscasecategorieand themesvere developed Participants peer

data analysis to enablecomparisonBoth commonalities and reviewede ac h ot |
differencesacrosscasesvere identified and chapters.
comparedo wider literature.

7. Completion Thesis was written. Bookwas published

4.1.1.The participatory element

At an early stage ithe studythrough discussion with my supervisbchose to make it
participatory. Both concerns about the likely power differential occurring in such a cross
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cultural study(Atkinson & Hammersley, 2007and my hope that it could be useful, rather

than eploitative, both to participasand other teachers in Indigrompted me to explore

the participatory research literature for potential models of relevance. | wanted to create an
opportunity for the participapussoocomnhei
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 reseattim edu@tional contexts is action research, often
involving some kind of intervention and participant data collection (e.g., Burns, 2005; Smith

& Rebolledo, 2018).

| found justification in the wider social studies literature, particutemhcommunity
developmat and planning (e.g., Bergold & Thomas, 2012; Cornwall & Jewkes, 1995;
Pretty, 1995), and orgaperon 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
A[t] he most i mpor thlowandldwlsobsithe cesearcquestionc e nt r e
formulated and by and for whoameresearch findingsusddiclo ( Cornwal | & Je
1995, p. 1668). For this reason | decided to conduct a planning meeting as soon as
participants had been identified, bringing them together to discuss key &deshtre study,
such as its focus, indicative research questions and logistics. In order to achieve greater
equity and to give participants voice, | also planaetiscussion dfiow they might also
produce somethingf their ownrelated to our identifiedims whether this be practical
resources for other teachersaoropportunity for them to reflect or report on their

expertisépractice

4.1.2.Paradigmatic issues

| have adopted a critical realist paradigm for this study. My beliefs in this area align with

Maxwel | 6s:

BYAparticipatory researcho is here defined | oosely
which involves participants to varying degrees in making decisindor fulfilling roles traditionally seen to
be the responsibility of the researcher(s) (Cornwall & Jewkes, 1995).
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Critical realiste 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 (anderstandingf this world is
inevitably a constrction 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 generalisabilityandtransferability; Brannen, 2005). | also agree with
Hammer sl eydés (1992) comparable notion of i
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

| ess accuratelyo (p. 5).

My intention to involve participants in shaping the focus of the research to some extent
left open the question of which methodological $dolvould adopt. If, for example, they
favoured a fimatched pairso study (Leust ek,
comparison with nosparticipant teachers, potentially allowing for a more quantitative
analysis of the data. And if they favoured arenethnographic study, this would lead to a
more qualitative analysis, and less statistical comparison. Usefully, a critical realist
perspective all ows for such fAmethodol ogi ca
across both qualitative andantitative approacheas it recommends methods of data
collection and analysis appropriate to aifaxwell, 2012a). The fact that the participants
chosedi wh ol e p e ledtathe studftasicglors a more ethnographic flavour, for
which | combinedd ol s and (some) recommendations fr
Amul tiple case studyo with Atkinson and Ha
researchi t sel f consistent with Hammersl eyb6s su
Bartlett andvavrus (2017, p. 34also see Flyvbjerg, 2011 t hat <cases provic
t heoretical insights that can be transferr
identifying explanatory relationships between phenomena attisscaseanalysis phas
indicatesasna f f i ni ty with Maxwell 6s process theor
(2017, p . 7) <call fAttiee wnd afrthts chaphtey, | nakeeise ofme n a o .
Maxwell 6s (2012a) discussion ofstudyandthedi ty t
methodological tools adopted demonstmat#icientrigour within a critical realist frame of

reference.
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4.2. Theorising expertise and developingampling criteria

| conducted my literature review in parallel with my planning of the participaiement of

the stug, each informing the otheas | sought a means to conceptualise expertise that

would be consistent with my research aims without losing the more widely understood
essence of the concephe development ad non-exclusive,communityreferenced

definition of expertise (se&2.3 was, | felt, consistent with ith

This initial theorisation of the key construct oé#tudyinformedwhat is perhaps the
most important methodological decision made when researching teacher expertiseehow o
identifies and selecstudyparticipants (Palmer et al., 2005; Tsui, 20@%.Tsui (2005, p.
171) notes, Aso far no commonly accepted c
e st a b IThisidswe ds @articularly important when studying expertise @ostextually
due to the danger afingcriteriathat areapprop i at e i n thaskgrauretergeatr ¢ h e
yetmay not be validndicatos of expertise in the research context (Alexander, 2000; Tsui,
2005). Given thevidencepresentec@bovethat a number of attempts to study teacher
expertise may have resultedimappropriateselection(e.g., Pygmalion sampling) faced
the challenge oflevelopinga means to recruit participariteat was appropriate to a
participatory studyetwould also avoid the danger of rmgiposing my own

(westerrnortherr) beliefs concerninghe attributes of expert teachers during the process.

During my literature review, | built up a list pbtentialselectioncriteriaused inprior
expertisestudies For eacteriterion | identifiedone or morendicatorsusingthe labels:
Oprer egnegqunacead t(eri a), Opotential i nddofcatorl
additional benef)t considering at all timdsothwhether an indicator wasppropriateéo my
definition andpossible to operationalise thestudycontex. Indicatorsthat were considered
problematidn India(or generally) weréreaedwith caution (e.g., student exam
performance) orejected After careful consideratiohalso rejected one criterion thataiten
used, that of stakeholdeocialnominaton (Palmer et al., 2005). While | had access to a
number of local, regional and even natioadVviserscapable of nominating participants (e.g.,
SCERT professionals, NCERT scholasademicand teacher educators), making use of
them wouldbypass manyeaherswho may be interested in participating, simultaneously
narrowing down the pool of potential participants markedly and reme@gagy of access to
the study(a participatory element) wasalsoconcerned that nominated teachers may

participate due to a feeling of obligation, rather than an interest in takinig saent interest
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was essential to the success of the participatory element of the Stakigholder

nomination is also susceptiblefotential biases causedby st a k eérsoald e r 6 s
perceptions of effective teachingtudies that draw primarily upon this criterion (e.qg.,
Toraskar, 2015) adargelydependent on the quality of judgemehsuch individualsTable

6 summarises critergreviously usedalsoincluding critical commentary andy reasons

for use or rejection in this study.
Table 6

Critical evaluation of participant selection criteria

Criterion Precedent(s) in Commentary Indicators
literature

Interestin Borko & A minimum prerequisite for ethical Prerequisite:

participatng  Livingston and/or participatory involvement, yet Interestin

in the study  1989. rarely discussed. Potentially of high  participaing.

importance in a context where teacher Useful:
may be overworked and demotivated. Enthusiastic abou
Enthusiastic pdicipants may be less  participating.
likely to withdraw, and more willing to
provide extensiverichdata.
Experience Bereita& Sources typically indicate 5 years (TsL Prerequisite:
Scardamalia 2005; Palmer et al., 2005);, Byears Over 5 vy
1993; Berliner  (Berliner, 2004), 7 years (Tochon &  full-time, 3 at
2004; Caspari  Munby, 1993) or 10 years (Bereita & secondary level.

Sadeghi& Scardamalia, 1993; Casp&adeghi & Useful:
Konig, 2018; Konig, 2018)of prior experiencare Over 7 y
Palmer et a. necessary. Palmer et al. (2005) conclu full-time.

2005; Tocho& t hat 5 -tme teackiri shouldl
Munby, 1993; suffice for expertise to develop, and al

Tsui, 2005. recommend 3 years in the current
context, following Berliner (1994).
Relevant Palmer et a|. Palmer et al. (2005, p. 22) problematis Prerequisite:
qualification 2005; Hanusova i hi g h | y agqa\valid crifeiior,d Relevant teaching
et al, 2014 and suggest that qualification is a degree (e.g.,

Solmon& Lee finecessary but no BEd)

1991; Tochor& Solmon and Lee (1991) and Tochon a Potential

Munby, 1993. Munby (1993) considered Masters indicator:
degree a relevant criterion, thus judgel Mastefs degree

potential indicator if used in in relevant

combinationwith others. subject.
High Andrews& Potentially problematic; dependent on Potential
performance McNeill, 2005  how course construes quality (e.g., indicator:
in teacher Tsui, 2003. according to exogenous norms) and
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Criterion Precedent(s) in Commentary Indicators
literature
education susceptibléo danger of teachéreing Evidence of high
program influenced bycourse conterduring performance on
study (e.g., Tsui, 20037\ppropriate relevant teacher
courses (e.g., MA TESOL) rare india. education
program.
Receipt of Copeland et al. Tsui (2005) discusses critically, noting Potential
awards 1994; Standley that award criteria should be checked. indicator:
& Madsen Such awards are frequently given in  Regional,
1991; Swanson India, although rarely based on association or
et al, 1990; classroom observation. Scholarship  national teaching
Tsui, 2005; awards arenorerigorously vetted, award.
TurnerBisset although may be biased to criteria of  Scholarship
2001; awarding country (e.g., Fulbright award.
Westerman Scholarshigrom USA). Thus potential
1991. indicator only.
Student Ayres et al, Used in only 3 of 27 studies reviewed Potential
performance 2004; Palmer et al. (2005), who note that it  indicator:
based criteria Leinhardt& s houl dinelguwa namhteaching Evidence of
Greeng 1986; expertiseodo (p. 22 studenexam
Silberstein& significant challenges discussed in the results higher that
Tamir, 1991 wider literature $eeDarlingHammond, average
2012 Hattie, 2003)Givenconcerns
with thevalidity and reliabilityof exam
scoresin India(Bambawale et al., 2018
Gandhi Kingdon, 2007; Graddol, 2010
this can only beonsidered potential
indicator.
Stakeholder Ethell& Palmer et al. (2005) note 15 of 27 REJECTED.
nomination  McMeniman studiesused nomination by school Susceptible to
(e.g., head  2000; Hanusova administrators, esp. prin@ls, or district stakeholder bias
teacher, et al, 2014; boards, mainly in USA. Olson (1992, and ncompatible
district Palmer et al. cited in Tsui, 2005) notes that criteria  with equitable
board) 2005; Toraskar used by such personnel are not alway: (e.g., participant
2015. clear.Problematidn India,wherehead initiated)
teacherand district inspectdesson recruitment in a
observations arare(Bambawale et al. participatory
2018 CSF, 202 such stakeholders  study.
may notbe well informed
Professional Bond et al. Palmer et al. (2005) note this was user Potential
group 2000; Palmer et in 13 of 27 studies. There are two larg: indicator:
membership al., 2005; English language teacher associations Evidence of
Vogler et al, India (ELT@I and ANET) that could  active
1992. be usedactive participation, rather thar participetion in
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Criterion Precedent(s) in Commentary Indicators
literature
simply membersip, is likely to be a (English) teacher
more reliable indicator association
Evidence of Rollett, 2001; Rollett (2001) s a Potential
active CPD  Vogler et al, participation in various highdevel indicator:

1992, teacher training Evidence of
culturally viable criterion, and Vogler e recent voluntary
al. (1992) considered prior presentatio participation in
of papers at @con conferences,
one d several indicative criteria. If workshopsCPD
voluntary, likely to indicate motivation, programs, etc.
esp. in IndigBolitho & Padwad 2013  Likely indicator:
Padwad® Dixit, 2013). Experience as ¢ Experience
presenter at higher level conferences presenting at state
would indicate both social recognition or national
and evidence of active CRbhus a workshops or
likely indicator. conferences.

Teacher Goodwyn 2011; While Palmer et al. (2005) categorise Likely indicator:
educator Swansonetal. thisunder TfApr of essi «Evidence of
experience  1990; Meyer member shi po, t hi s recentexperience
(e.g., trainer, 2004; Vogler et more reliablehan somesocial in teacher
mentor, al., 1992; Wolff recognitionindicators (e.gstakeholder educator role
curriculum et al, 2015. nominatior) given that teacher educato (e.g., as mentor ir
development will likely both have beeselectedor own school,
specialist, their expertise locally, ahfurther trainer on top
etc.) assessed durirtgacher education work down initiatives,
Important to ensure that this is alongsi actionresearch
a regular teaching positiodMolff et al., mentor, etc.) but
2015. Mentorsused by Goodwyn only alongside
(2011), Meyer (2004), Swanson et al. regular teaching
(1990)andVogler et al. (1992). position.
Researcher Bromme& Inherently problematic for case study REJECTED.
selection Steinbring due to danger of Pygmalion sampling:
based on 1994; Carter et participants chosen on classrodased
classroom al., 1987;Geary criteria will always confirm the
observation & Groer, 1994; importanceof those criteria. Cannot be

Moallem, 1998; used forexploratory studiggarticularly

Solmon& Lee  crossculturaly, wherea priori

1991 assumptions regarding nature of expe!
teaching practicenust beavoided

Researcher Crawford et al. This has happened in a number of wa' Useful:
screening 2005; Sabers et including discussion with nominators Participation in

al., 1991; Webb
et al, 1997.

(e.g.,Webb et al.1997)or use of
guestionnaires (e.gGrawford et al.

screeningnay
signal
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Criterion Precedent(s) in Commentary Indicators

literature

2005). Potentially useful second stage commitment and
although may lead to cherpicking &  provide
participants (Pygmalion sampling opportunites for
again).May be useful ira crosscultural  both parties to
study, providing screening avoids makeinformed
evaluation of classroom practice. decisiors.

This review enabled me to identify thre:e

but not sufficient markers. The first wemterest inparticipaing in the study, particularly

importantin both participatory angotentially demanding ethnographic studi€Braianou,

2007) especially in developing courgs,where teacherare likely to be facing significant
challenges in their daip-day lives. The secondwas atlefasty e ar s 6 r el evant
includingthreeyears at semndary level, given what is known about the conspécific

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 tachers Governmentofindia 2009) . The Opotenti al i
i ndicatorsodé of expertise identified, 1 f co
teacher could be char act e rdessgeshinimausm thiégsholdp er t o

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, | decided upon astage proces® participant
recruitmentPalmeré al . al s o rgeactoemmednedn tai filitcwaot i on pr
somewhat different to mine; 2005, p. 23). The first stage would invite initial expressions of
interestby potential participants (such participanitiated involvement was deemed most
equtable) confirm inclusion in the target population (ftilne, permanent secondary school
teachers of Engligf) and allow for provisional screening of certain criteria, subject to later
confirmation. The second stage would involve an interview; ataypdiscussion 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, | decided to use
AINET (www.theainet.nef) as one of | ndi eérassotiatian,tomai n En
access potential participapkey stakeholders within AINET had expressed an interest in
supporting the study.

4.3.1.The expression of interest form

An Expression of Interest (Eol) form (see Appendljxwas developed, beginning with an
overview of the project and intended recruitment proceducellected background details

(e.g., school type) and included itemshkeeckinclusion criteria (e.g., contact hours per

week) and prerequisite criteria (e.g., experience). The most impdemamtguestion 10,

presented potentiahdicators of expertiséeworded fronirable § and asked respondents to
initially selfassess the applicability of the indicators through a discursive response to the
guestion: fAWhy do vyou o(raged ybuhoopartcipae) believe thaty o u
you are an effé&beivermeaehtelCbi ved rather
the form;discussion with experts on education in India at thetiimelicated that this term

would communicate the studdirdendedfocus (pedagogy) more reliably, and be less likely

to intimidate potenti al p aintérpretecapam mdicatort h a n
primarily of subject knowledge in the Indian context. H@ form was extensive, partly
throughneessi ty, although this | ength al so ser
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 Eol form was distributed in Botlectronic document and online survey form via
gatekeepers of the AINET network, who shared it through email lists, social media channels

(e. g., Faceb6)o kafn d sneees sFaiggiunrge net wor ks (e. g

17E.g., A. Padwad, personal communication, March 3, 2018.
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Figure 6

Invitation toparticipateassharedby AINETon social media

Posts

AINET -All India Network of English Teachers see
20 hrs - &

Don't miss this excellent opportunity if you are a secondary teacher of
English in India!! Jason Anderson, University of Warwick, invites
effective secondary teachers of English to participate in a participatory
research project. He will work closely with you, including visiting and
observing your classrooms! AINET has been proudly supporting this
study.

Go to this link if you want to find out more and are interested in
participating: https://goo.glfforms/RajrtuL31zjtVzd22 For any queries
please email to Jason: j.anderson.8@warwick.ac.uk

Invitation to a participatory research
project

| 3 Sonducteg § Fudy SH0 SR Liachns B A8 5 paTt of My PR seieanch i Bhe Lifewr ity
of Marwerd The mun i ch obpectres 11 1 doourant snd oot and e or stewy of 8 el
gt of elfectree secondery sobool prachary dn sddtoeal g

o produce yseld resource
o ey | earchooe s o bl o Burteted oo Thar Brvchagn | weondd bt iBre orogect 10 be pariopuiory. ath e
teacher s meolerd comtrintmgto e dengn of the study 23wl 23 deosdng ahel pracical

[ e L . 1
shonie] bt [t oty et of prarsorsl etetest

Thoit Do rpea? Chaliarngal 0 Thd Wy o Geicig) By 1 ity oMaclors Tadchani | @51 wie) b 7
W [ T TR kg 4 et SN T Ciwmmagnly U1 Tt Gl 1 T BT W BSy
TRRONT S o B T O [T o] i T T W e S [T R
] CoeTapiete e § apresneon of ot et form buioes i S pecond Hage | widl orgasse 1040
mrste woies imtberysest (¢ g wwng Sype) wih eschers sho may be vetabie bor the proyect The
imterpe wall be } way dncuteon of the project, 50 St Teschery can stk questons e are wall
inAarmad Belore bgpewng 10 partecpate 1 willl slus help e 55 dicide wheih Teachert 1o Bvobes &
e progect

1¥ po lnirey o 8 Collmagun w0 pow Themh wonghd D pl alie foe Phey propen] ploste |0 (o Tham
DOCS.GOOGLE.COM
Invitation to a participatory research project

| am conducting a study into effective teaching in India as part of my...

O 20 1 Comment 8 shares

Issues of equity in access wexansidered carefully andiscussed with contacts in
AINET when choosing to use onglectroniconline modalities for recruitment. Given that
the vast majority of teachers 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 themthrough the internet (e.g., emaildeomeetings) 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 Eol remained open for five weeks (dbdv 2018). Both diectly accessible
onl i ne evi de oioEiguleGabore) dnd feeslltack fraamscontacts 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 trexvigw 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.

Twentyexpressions of interestere receivedOf these, 16 achieved initial inclusion
and prerequisiteriteria(otherslacked sufficient experienag 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 disansdetail during the
interview). The remaining three had providesdufficientdetailfor question 1(qe.g.,one
respondent wrote only: AAt the end | get g
emailed to request they provide more details. Noneesfethhree 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

40i 60 minute interviews were conducted wiitle 11 potential participants usingideo
conferencingoftware, following a senstructured interview schedule (see Apperdjx|

began by proviihg further information about the study and imvi questions. We then
discussed their responses to item 10 in theredéetailso that | was able to make a

provisional decision regarding indicators of expertise that could be easfiymed(e.g.,

MA qualifications, scholarshipaward). In other areage.g.,student performance indicators,
teacher educator workwe ageed this could be verified situif 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 provedto 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 identifiédhone were.
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During the interview process, it came to light ttved of the 11 could not guarantee
full-time classes during the 204 academic year, and thus did not meet inclusion criteria.
Of the nine that remained, all met at least one likely indicator of expéatishad
experiencef work as teacher educators) and at I#asteadditionalpotential indicators of
expertise (se&able 7 totalling at least five indicators egdhus all were invited to take part
in the study. While the challenge of conductingencase studies was significaniyas
awarethat one or morearticipantamaywithdraw 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: thetential danger of the influenoéresearcher
bias on selecting study participants (iRygmalion samplingwasremoved The only
evaluation | had conducted was comparatively objective; the degree to which each met

predeterminedhclusion criteria andhdicators of expertise.

Table 7

Evidence of indicators of expertise for participant teachers

Interviewee Prerequisites Potential indicators met Likely indicators met

1. Raju 13 vyeail MAEnglsh. 1. Teacher educator at state
experience. 2.10years of high student and district leveltvo
BEd. achievement (100%ass ratgin projects cited, one training,
qualified. SSC exams. one mentoring).

3. Active CPD (currently
completing two online CPD
programmesndclassroom
research project).

4. Active participant in English TA
(state secretary for ELTAI

2. Vinay 16 vyeall MAEnglish. 1. Teacher educator at state
experience. 2. International scholarship awarc level (incl. contributor to
BEd. (Fulbright). international teacher
qualified. 3. Active CPD (active blogger, education publications,
teacher researcher). action research mentor on
4. Active participant in English TA two recent projets).
(ELTAI state level). 2. Presenter at national and

state conferencesno
examplescited).
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Interviewee Prerequisites Potential indicators met Likely indicators met
3.Shekhar 11 vy e a!l MAEnglish. 1. Teacher educator at state
experience. 2. Regional and nationtdaching level (3 training projects
BEd. awards cited).
qualified. 3. Active CPD (formed English 2. Experience presenting at
teacher clubactiveparticipant in ~ national conferenced(NET,
AINET conferencesarticlewriter  incl. presentation award).
for local journal$.
4. Active participant in English TA
(AINET).
4. Gajanan 2 0 vy e a l. MA English. 1. Teacher educator at distri
experience. 2. Active CPD (participation in level (DIET resource person
MEd. threedevelopment programs, incl. management of state level
qualified. international). programs, research project,
3. Active participant in TA incl. award won for teacher
(founder of district centre for developmenwork).
English teachers). 2. Presenter at national
conferences.
5. Dipika 24 vyeall MAEnNglish. CISELT. 1. Teacher educator at state
experience. 2. Active CPD (development of  level @ training projects).
BEd. resource materials for local TA, 2. Presenter at national
qualified. poster presentation award at conferences.
AINET conference).
3. Active participant in TA
(founder of local teacher support
group).
6. Nurjahan 7 y e ar : 1. MA English. 1. Teacher educator at state
experience. 2. Active CPD (bloggerdr British  level (five training projects
BEd. Council Indig completedwo cited, incl. teacher research
qualified. online courses, attended national mentor).
conferences). 2. Experience presenting at
3. Active participant inwo national conferences (incl.
English TAs (AINET presentation award).
6ambassador 6; I
7.Manjusha 25 vy e a 1. MA English. 1. Teacher educator at state
experience. 2.3 years of high student level (six projects cited, incl.
BEd. achievemen{>96% pass rate in  curriculum advisor and
qualified. HSSC exams}. materids writer at state

3. Active CPD(conducted and
presented on teacher research,
regular participant in national
conferences and online
programmes).

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 vy eall MAEnglish. 1. Teacher educator at state

experience. 2. Scholarship award winner level (incl. writer of

BEd. (Hornby Trus?. international peereviewed

qualified. 3. 3 years of high student academiarticles, state
achievement (100% pass rate in curriculum designthree
HSSCand SSGxams)? projects cited, incl. teacher
4. Active CPD (regular participant research mentor).
in online CPD courses, 2. Experience presenting for
conferences). leading national organisatior
5. Active participant in 4 English  (British Council)at
TAs (AINET, IATEFL, Asia international conferences.

TEFL, TESOL).

9.R. 7.5 vy el MAEnglish. 1. Teacher educator at state
(anonymisell experience. 2. Active CPD (conducts action level threeprojects cited,
BEd. research, participated in incl. contribution to
qualified. international workshop). international publicabn).
3. Active participant in English TA 2. Experience presenting at
(AINET). international conference.

Notes.1. Participant teachers are not anomsgdin this study (sed.6.1.4. 2. National pass rates in
SSC and HSSC were 79% and 78% respectively in 2016 (MHRD, 2018).

Shortlybefore data collgion began, thainth participant( 6 Fhadbtg withdraw, due
to promoton to a headteacher position. This leightparticipant teachers (hereafter PTs)
who completed the project. Raju was chosen at an early stage for the pilot study due to his

confiderce that there would be no difficulty gaining access to his classroom.

By chance, theightparticipants represented a wide range of contéwtsfrban,two
semturban, four rural), experience levelsi(25 years), a 5®0 balance of genders, and
even a range of personal backgrounds (e.g., class and religion). All worked in either
government (4) or governmeaided (4) schools. The only factor where more diversity
would have been desired was curriculdve of theeightworked under the same state board

i Maharashtra® Two were from Telangana, and one from West Bengal.

18 Possibly aeflection 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 reviewof comparable studiasmcovered no prior participatory case studies of teachers in
which participantshad contubt ed t o t he fAshaping of resear
as is recommended in the participatory research literature (e.g., Cornwall, 2008; Cornwall &
Jewkes, 1995). Thusdesigned this element from scratch. | chose to organise an initial

online meting with participants to propose a longer-oiag faceto-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 participagats wer
comfortable with a case study approach (this was one of two elements of my initial

imposition on the design, alongside the need for the sagleored PhD dissertation as an
output). Secondly, we agreed upon what we would discuss during thiefiaoemeeting.

Five broad topics were identified:

Exploration of roles of participants and researcher;
The focus of the PhD study;

A co-authored publication produced by the participants;

A w0 NP

Participant group reflection without the researcher;
5. Timetabling of case study visits and practical issues.

A tentative date (February 2019) and location (Hyderatmdhe faceto-face meeting
were agreed upon and the pilot study was scheduled to take place afterwards, allowing me to
make adjustments to @dacollection approach and tools depending on the outcomes of the
meeting. Funding for the meeting was obtained (ES&gport grant Although onePT was
not able to participate due to prior commitments, she was invited to respond to a detailed

agenda in dvance, which she did.

4.4.1.Exploration of roles of participants and researcher

After an initial overview of my intentions (transparency) and needs (singlership of

PhD research), PTs discussed their initial concerns and expectations with regardigma fore
researcher presence in their school, and a
Hammersley, 2009) the observer effeé on both them and their learners. Plenary

discussion revealed a range of concerns and potential problems, but alsosadutbras

taking one or two early |l essons to get wuse
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nexpl oi/(theirnegmas aresource (e.g., for a student interviewing task) before |
became a naparticipant observer. Other challenges discussedded the high quantities
of other languages used in lessons, particularly from two teachers who worked in Hindi
mediumclassroomgthis led to my increasing my sedtudy of this language in the interim),
and how | would be introduced to and interact wither 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 fabesnamly or
should also involve experienced nRparticipant teachers (NPTsglected fromheir

colleaguedor comparison (i.e., a matched pairs study), with a third option to foctiseon
mainly but also to take opportunities to observe and interview willing colleagues as and
when possible. There was rapid consensus on the third option frooigaats élso

preferred bythe 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, beliedadvalues)

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 0 whoam Ktenogpaphic fotus; linking all the above to understand
who you are, your background and why you do what yQu do
Once more, albeit after longer discussion, there was consensus (including from the
absent PT) on the fi fteh peptsiomrd, samnudegt. hdsgrn
anonymity were also discussed (as per Walford, 2018); while most felt they wanted to be
recognised for participating in the study, | suggested they wait until they had an opportunity
to read amhle cdkmieingbyeefofeimaking any final decisi(eseed.6.1.9.

4.4.3.The coauthored publication

Based onnitial interest in this outcome expressed at the preliminatye meeting, |

presented five potential options for discussion regarding a publication that ibgaats
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would themselves eauthor, along with three possible publishing options. The five options

were:

. An autobiographical book orl@ook

. An edited book, with each teacher authoring one chapter on an area of interest

1
2
3. A practical booklet with lesson plaand possibly videos
4. A self-study book

5

. Other ideas

After extensive discussion, most participants expressed an interest in trying to publish
open accesthrougheither British Council or a teacher associatiomider to reach the
largest number of collgaies 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 aas of their practice (as contesgecific 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. | informed #ihém th
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, | introduced several questimrsthe issuef research participant exploitation,

as well as discussion of ethical safeguarding and peer support mechanisms. | also suggested
they choose a group spokesperson who could report back any canameanonymously

at any stage in the project, then turned off recording devices and lefatbeeto discuss:

1 Are we happy with how this meeting is going?
1 Do we feel we are being exploited or involved?
1 Does this project provide the opportunitiesdsrthat we had hoped for?

1 Are there any other issues we need to raise?

On my returna group spokesperson had been elected. Participants reported that they felt
happy with how the meeting was progressing. A number of issues were discussed,
particularly treir 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 | 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
fiexploited by local authorities for teacher education and ceremonial purposeme

contexts. | confirmed that | was happy for this to happen, but only if they themselves were,

and iflocal publicity was kept to a minimum.

4.4.5. Timetabling and practical issues

A number of practical issues were then discussed. The teachers themgpededuaon

when would be best for me to visit them individually, witd3 we ek &6 wi ndows 6
each visit. Issues of access and permisdiooth d school and statievels) were also

discussed and agreed upon. Several participants had also &xpeesedn interest in
receivingfifeedback ( t h efiom met oa thain feaching, perceiving this to béilafly

use. | agreed that this would be possible, but only after data collection was completed, and
on condition that thekeptsuch feedbacto themselvesl alsoreminded them that they

should not consider me an expert in their contextspairded out that the case study
descriptions, when produced and shared in due course would also pretadedfeedback

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 studibs needed to be

responsive to the preferences of the pgoéintsduring the planning meetinghile also

allowing for crosscase analysis at a latate As the pilot study was due to take place

directly after the planning meeting, | decided to develop a large number of potential research
toolsin advance of theneetingthat | would be able to adapt and select fadgpending on

the outcomes of the meeting

85



The approach for single case data collection broadly fedbrecommendations in the
literature on qualitative case studies in education, particularly St9r&,(2006), and
recommendations for ethnographic research in education, particularly Atkinson and
Hammersley (2007), in line with participan
with Stakebds observati on t Htentnotlfetotganisesit udy o
around the multicase r es etapriarifisettee inédivedtiai, on o ( 2
whole persorfocusduring data collection (i.e., understanding who they are, what they do,
and why they do i1it), eamst amwmd fevdchk pamgtoirouwls
2006, p. 1). However, | was also aware of the need to collect data in ways that would allow
for subsequent crosmse analysis, potentially either following Stake (2006) or Bartlett and
Vavrus (2017), whose critical rest approach (LBartlett, persnalcommnunication
February28, 201§ was more suited to my paradigmatic position, and recommended a more
compl ex, exploratory, mixed method design

interested not only in doenenting practices, beliefs and personal stories, but also,

potentially, in involving elements of a #fp
Gerringbés fAprocess tracingo, 2007) to expl
observed.

Thus, giverthesententions, | 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 providetdat€ormthe who,
whatand why questions. However, | also chose to conduct interviews with other
stakeholders (learners, parents, headteachers) and to obseparthmpant teachers
whenever opportunity permitted to provide a wider understanding of the cintestiich
PTs weae working. This combination, | anticipated, would allow me to select, corroborate
and triangulate sources during analysis, a

check a particular interpretation are miss

4.5.2.The pilot study

The pilot study was conducted as planned after the planning meeting. Data collection tools
wereselected anddapted where required to suit the focus agreed upon in the planning
meeting.It proceeded without significant difficulties, lattugh gveralminor changes to data
collection tools and procedures weleemed usefudfterwards includingrewordingof

severainterview items to make them clearer, the simplification of a pupil focus group task,
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and the addition of several items to th® longerparticipantinterviews (e.g., a question on
personal influences was added to the espotlatiesinterview).As only minor changes
were requiredthere was little difficulty includinghe pilot studydata in the crossase
analysisi the slightly shorter duratiofl3 daysywas theonly significant difference

4 .5.3.Data collection activities and tools

Here | describe the specific data collection activities and tools, as used for all eight cases, all
with appropriate permissions and informed consent as per ethical apgramgdd for the

study. The chronological approach for how these tools were used in each case study is
describedn 4.5.4

Field notes:fiMeticulous (Atkinson & Hammersley, 2007) aridopiousd (Bartlett &
Vavrus, 2017) notetaking was carried out t
with personal asides and i mpressionso ( Mil
notes during all PT lesson observations and interviang follow-up notes after informal
discussions and observatiafsNPTs,when synchronous writing was not possible. | also
took notes on other daily procedures (eagsemblylunchbreaks), and also occasional
reflective notes whenever thoughts of relevae ar ose, taking care t
noteso from the more descriptive ones ( Atk
notebooks thus constituted both chronological records and diaries, spariifg pages of

A4 notes per case.

PT les®n observations:l used a small GoPH video camera with a widangle lens
mounted on a small desk tripod and a smallch@udio recordeworn by PTs taecord
lessongsee Figure). Initial lessons were audio recorded only to reduce disruption; the
video camera was introduced (explicitly to learners, who waterallycurious about it)
after theyhad relaxed imy presence (usually aft8i 4 observations in each class). For my
accompanying written notes, in line with the ethnographic focus, | clutde nse a
structured observation schedule, but to ta
p. 179), describing procedure and activities chronologically,iatdading time stamps and
notinganything that the camera or microphone may ntecio(Emersoret al, 2011).1 also
notedkey statistical details for each lesson, such as class details, student attendance, lesson
start and finish time. FigurE3 (p. 122) provides an examplextract from desson
observation note. In addition to this, | took photos, usually using a mobite mamera
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(less obtrusive), always making this clear, but without disrupting lessons, and requesting
permission from learnefafterwards)o use anyphotographs of notebooks or personal

work. Lessons observed were always agreed upon in advance witlypida |yt

constituting 7090% of the lessons they taught, although several encouraged me to attend

every lesson, and all gave me free reign to choose which lessons | attended.

Figure 7

Video recording setip for PT lesson observations

Extensive PT interviews:Two longer (1i 2 hours) semstructured interviews were
conducted with each PT to investigate aspects of background, identity and bakefisst
0life historyd inter vi,enaudifdgretdligctionsadhildhmaedi nl y
schooling, path into teaching, and prior teaching and teacher education experiences. This
was usually conducted near the start of da
t h e ointerew (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 followp questions could be tailored to observed practices. | also
requst ed feedback from PTs on my O6practiced
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 mewshdah In
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