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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).

26

upp
e X i

k



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.

29



(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.

38


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

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

43



(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

52



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
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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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both the LHI and El interviews | also invited them to reflect on their selfage and
motivation, enabling me to compare responses to these reflective questions at different
stages in our relationshifitemporab triangulation (Atkinson & Hamersley, 2007p. 183.
See AppendiceB andF for interview schedulesand Appendidt for interview extract.

Postlesson interviews! initially planned to limit these tbve per teacher, although
several invited me to conduct more (upgetgh). These wre short (2030 minute) semi
structured interviews, usually conducted immediately, or soon after specific lessons,
enabling me to collect data on teachersod e
specific choices or decisions in lessons (theadby providing insight into decisioen
making). They also included brief foci on individual learners, future lessons, and reflexivity
i ssues, parti c uobsarvekffect)inmordesto tindevsiaritsyinduericé h e
(Atkinson & Hammersley, 200, 16). See Appendi& for schedule.

Interviews with key stakeholders: conducted focus group i
parents/caregivers (one per PT, see AppeHjlioneto-one interviews with headteachers
(one per PT; Appendi®), and focus group inteilews with pupils (25 per PT, depending on
opportunity; Appendix), primarily to provide contextual understanding of the backgrounds,
beliefs and opinions of key stakehold&tsVhere necessary, locally available and
appropriate translators were engaged, particularly for parent focus group interviews
(interview schedules were translated for this purpose). Pupil focus group interviews usually
involved two activities. First, workgpninsmalli f r i ends hi p gr  dearpesso ( L e
wereasked to brainstorrand listthe qualities and practices of effective teachers (of any
subject) their listswere subsequently photographed. Where time allowed, pupils were also
interviewed aboutvhat they had writterzor the second activity pupilsorked in the same
groups to rankenqualities of an effective teacher (photographed, see F&juadter which
they were interviewed on their choices. Pupils were encouraged to use whatever languagin
resources they required during interviews; imgrmediateHindi served as a means to

clarify instructions and meanings in rank order statements and questensired.

19 Selection of participants for parent/caregiver focus groups was primarily opportunistic, inviting female

parents only as agreed during the planning meetingfémnale translators, where required); it was felt they

were more |ikely to speak freely without men prese
developmental needs and progress. Selection of participants for learner focus groups was taradyn, b

when they volunteered. | avoided asking teachers to select learners.
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Figure 8

Example completed learner focus group rank order task

What does a Good Teacher do?

A good teacher knows her/his subject well
very { (e.g. maths, English). |
important A good teacher corrects our work carefully and
helps us to improve it.
A good teacher helps us to prepare us for
~ examinations well.
-
A good teacher is kind and cares for the students.
A good teacher helps all of the students equally.
quite A | teacher explains things very clearly
important ' > -

i
P

Non-participant teacher lesson observation€NPTOs). These happened only after
either | had been invited by a nparticipant teacher (NPT), or had built up sufficient
rapport and explained about my research so that my request to observe their lesson would
not cause ungke stress. NPT observations were only occasionally video recorded when the
teacher specifically requested this, and students had already given perfii€atoerwise,
only written notes were taken and expanded upon immediately or soon afterwards.

Whenever possiblé,engaged NPTs imformal postlesson discussiorte askabout aims,

20 For example, if the class in question was shared with a participant teacher.
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reflections and specific practices to provide some data on their beltetognition. Notes

to such informal discussions were written up afterwards. For obvious reasons, | targeted
teachers of English, although also accepted invitations to observe other lessons, which
provided useful contextual dafBable 8 belowncludes datan NPT observations. Gseven

occasions, | was able to observe a NPT twice.

Collecting additional contextual data: This included photographs of the school
premises, rooms, facilities, nearby homes and villages (taken with due sens#lisiy)
photograps of relevant documents such as registers, which provided useful information on
student enrolment, attendance, background and (officially req@ited@ntcaste as well as
documentation on exam performance of prior learners, teacher and staff pbafifesf(
these were often on public display in the
documents were also collected; while textbooks were generally available online, other
documents such as progress tests, end of term and end of year exams, andtetlzs

used in class were collected.

4.5.4.Data collection chronology for each case

Given that in many of the research locations, neither the teachers nor the students had met or
interacted with a foreign national, | faced a number of challenges, relatingy|zaly to

reactivity (Atkinson & Hammersley, 2007). It was necessary, initisdlynake sure that |

was not seen either as a 6guesto6é, nor an 6
prepared with the PT in each instar8emetimest took over aveek for teachers and

learners to relax in my presence. Given that | was in most locations for approximately three

weeks, the visits tended to follow a similar chronology:

Week 1:0n the first day of my visit, after seeking approval from the headteaxher t
conduct the stud$* | would begin acclimatising students and teachers to my prebgnce
ARactively building rapport,, I n an attempt
2007, p. 210). Upon my request, this would usually involve an initialdotitoon during
school assembly, when students and teachers would learn about my research and reasons for
visiting the school. Initial visits to lessons of the PT would sometimes involve making use of

me as a resource, so tihedrnerscould ask questionsid get to know me (this included a

21 This was always done in addition to higher level (e.g., state) approval, out of respect éhiotile s
management.
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game in one instance, and an interview role play in another). We also asked students in the
PTs6 cl asses t aegardinfy datacollectivmmdobtainghairrpermigsion; in

some schools a pro forma was vaitton the board, which students copied into their
notebooks for parents to sign othersspoken consent was deemed more appropriate
(especially whemarents were naliterate see Krogstad et al., 20L0n smaller rural
communities, the villagkeader §arpanch was also invited to school to discuss apgrove

the study; they served as a useful means to disseminate an adescaigtionof the study

aims and procedutecally. Students were also given the personal option to not be filmed if
preferred. During this week,usuallyspentmuch ofrecessn the playground, so that all
students could interact with me and satiate initial curiosgpeht most free periods and
lunchiime in the staff room, where | was able to intenatth otherteacters chating and

building rapportin Englishor Hindi. Approximately 1012 PT lesson observations were
conducted inVeek 1, and filming typically started towards the end of this waete

parental permission had been granted and the PT felt that |chadeetaxedafter the

disruption of my arrival. This was also a good time to conductthe LHb f t en at P T«
providing an opportunity to meet family membensd build rapport further.

Week 2:1 focused mainly on data collection with the Rypically involving 2 4
observations and one PLI per day. | was often able to see a stabilisation in the practice of
those teachers for whom | had initialyspectedeactivityduring the first week, giving me
a degree of confidence thay the end ofVeek 2 | was seeing reasonably natural practice.
Usually 20 PT observations had been conducted by this point. | would also continue to build
rapport with NPTs, and this frequently led to invitations to visit their lessons. Whenever |
requested this, | ensa that we were alor(#o eliminatepeer pressurgeand made it clear
that it was their choice. Oftaturingthe weekend betweaifeeks 2 and 3, | would conduct
the ETI.

Week 3:Priority for the third week moved to conducting focus group interviews with
students, parents and the headteacher interview. PT observations were also continued, often
fitted around these other activities. Il of
as | was finding | could often prediesson procedur@answers to Pl questiors, etc. | was
often able to move around the classake photosvithout disruption and occasionally
record groupwork discussions using voice recorders. Usually one or two final PLIs provided
opportunities for me to ask slightly more probingotical questions if there were areas

where | felt 1 still did not fully underst
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week, after data collection was completed,conducted a findifeedback discussion,as

requested by PTduring theplanning meeting, feeling it would be of use to their

development (see 4.4.5)his was an opportunity to chat informally about aspects of their
practice | provided extensive, specific praise, but also suggesteerimenting with
alternativestocurretr acti ces, particularly those | h
classesl usually foundthat | also learnt from this discussion, often resolving outstanding
puzzles, or learning that something | felt to be a bgliatticeinconsistencyvas actally
necessitated through contextual constraints. In several schools, despite my requests to avoid
ceremony, a findelicitation ceremony was arranged on my last day, which teacimers

students enjoyed.

At the end of every day during datallection, consistent with recommendations in the
literature (e.g., Atkinson & Hammersley, 2007; Bartlett & Vavrus, 2017), | logged and
labelled images and videos;mead and typed ulesson and interviewt s y no p s Beklo f r «
notes, often also addirigrtherrecollections while these were fresh in my mind (Bartlett &
Vavrus, 20%), along withreflections and questions that still puzzled me.

In one schoothe headteacher requested that | did not conduct anyoN§arvatios,
citing concern over the distbance to studentall female) In this case, a visit to a nearby
school was arranged, where | was ablmé&®et andbserve comparable teachers. In all other
participant schools | was able to conduct observations of NPTs, although | also accepted
opporturities to visit other schools of interest nearby, including two private schools, and one
large governmenraided school.

4 5.5.Data collected

Excluding the shorter pilot study, data collection ranged from 20 to 25 days per case, usually
over 3 4 weeks in total. Wile total time spent with each participant was comparatively

shorti t was within the scope of Stakebs case
additional contact opportunities (e.g., the planning meeting and preparatory interviews) are
considered,lat hough there was an inevitable ftr ac
between depth and breadth of foclisble 8summarises the total amount of data collected

per participant teach@resented in ordeaf thevisits. In several of these locations |

observed the start of the academic year (Vinay, Shekhar and Gajanan), in others | observed
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early-mid academic year (Dipika, Nurjahan, Manjusha, Kuheli), and only for one | obdserve

the latter phase of the academic year (Raju) 182l imitations).
Table 8

Data collected: statistics

Months Days PT Participant Interviews NPT
spent lessons teacher of other observations
at observed interviews stakeholders (English
school teachers in
brackets)
1. Raju(pilot) Feb 2019 13 21 7 7 3(2)
2. Vinay Jun 2019 21 32 10 6 5(@3)
3. Shekhar Jul 2019 20 27 10 4 9(7)
4. Gajanan Juli Aug 21 38 10 6 7 (6)
2019
5. Dipika AugiSep 25 34 9 7 4 (4)
2019
6. Nurjahan NoviDec 21 32 7 5 4 (3)
2019
7. Manjusha  Dec 2019 20 30 7 4 4 (4)
Jan 2020
8. Kuheli Jan Feb 24 28 7 5 4 (4)
2020
Total 165 242 67 44 40 (33)

4.6. Data analysis

Data analysis involved two key stages: individual case analysis anecasesanalysis, as
recommended by Stake (2006)though therevas also significant overlap between these

with both starting during data collectiofnalysis of the pilot study data was completed

before data collection for the remaining seven cases began, and provided useful feedback to
inform data collection for ottt case$? However, the pilot also provided an initial point of
comparison for future cases that accumulai@ihgthe study. Despite my appreciation of
Stakebébs (2006) advice to focus on trying t
possible, my wareness of what | had observed in prior cases was always present in mind.

Comparison began to work its way into field notes, whichbecameo r e f ocused i

22 This involved, for example, writing up field notes at the end of the day while memaories were still fresh.
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mattero (Atkinson & ,thafraqgunencyof ny grossase Geflections p .
increased, and tools for the purpose of comparison became useful, includiefietttese

diary andcomparative spreadshegiscussed below. However, as a foil to this inclination to
compare, | also developed a means for recording and preservimgtialyreflectionson

each case immediately upon completion of data collection, while 1 still had a fresh
understanding of what | had experiencedble 9summarises data analysis procedures, all

discussed in detail below.
Table 9

Summary of data analygsocedures

During data collection  After data collection

Individual 1 Initial reflections 9 Detailed analysis
case analysis  Reflective diary 1. transcription of lessons and interviews
2. initial comments antdoosed codes
3. more detailed comments atoding
4. writing detailed analysis
5. structuring the case descriptions

Respondent validation

Cross-case 1 Comparative Analysis of commonalities

analysis spreadsheet Analysis of difference

= =4 =4 =

1 Reflective diary Discursivecrosscase analysis

4.6.1.Individual case analysis

4.6.1.1. Initial reflections

At the end of data collection for each case, | devoted one or two days to writimgaip
reflectionson the case, constituting what Atkinson and Hammersley (2007, p. 150) call
Apr enlairmgi a n ackegradaaflythecaniemore systematic over the first three cases,
and more detailed for the remainioges First | reread my field notes, sometimes adding to
the typedup synopses for the lesson observations and interviews. | woulkigidight
practices, features or beliefs that seemed to be prominent or common (initial coding of
sorts), rewatchingvideo extract®r listening to sections of interviews to confirm this. Then

| would write a 45,000 word document describing what | peveeito be the salient aspects
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of each teacheroés practices, beliefs and p
persond focus in mind. As specific events
often cite these.2d0) rfedre rtenec enso r(ee .dge t, a ifilObds
follow. The organisation and headings used in ti@gsal reflectionswereparticipant

specific
4.6.1.2. Reflective diary

Although | had included some personal reflections in my field notes, | also began, after the
third case, to keep a reflective diary where | was able to record more qualitative reflections
includinginformalcrosscase analysjs | ar gely consistent with /
Aprogressive focusingo (2007, lagiesarl51) . As
differences, which tecordedon thecomparative spreadshdete 4.6.2.1this diary

allowed me to record more complex reflections, such as possible relationships between
contextual constraints and practices (e.g., the influence of irrdgatam length on lesson
structure and planning). | also used this diary to record feelings and personal concerns, as
also recommended by Atkinson and Hammersley (2007), who, aside from discussing the
cathartic role a diary can serve, also noteitspaednti i mpor t ance for fAan
(p. 151). | continued to keep this diary umhibfting of the thesiszas completed

4.6.1.3. Detailed analysis

For the pilot study, detailed analysis took five weeks as | experimented with different
procedures for transcribing, coding and organising the fiataremainingletailed analyes
took approximatelyfour weeks to conduct, and remained my primary focuthfatrperiod.

The five stagesf analysiswvere as follows:

1. Transcription:leaving aside the first 10 lessons observed (due to the potential
impact of theobserver effedt | selected and transcribed 8 to 10 of the remaining lessons,
ensuring that thisedection included a range of different classes and grades from throughout
the observation period, andriedfoci (e.g., reading, writing, grammar, etthat were
representative of the total. | also ensured that the selected lessons included sewesal of th
after which | had been able to conduct a pesson interview. Thus, selection for
transcription was representative, rather than random. Transcription included all teacher
utterances (in any language), and all audible learner utterances, both tooded¢hrough
the teacher 6s mi cr op h oauaasionallydedloyedtdiriegr audi o

groupwork activitiego gain an insight inttearnerlanguaging practices and interaction
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during groupworkWhere my knowledge of languages used was notcsaiti for
transcribing?® | made use of translation services (fundedibESRCSupport Gant). See
AppendixK for exampleranscriptionextrack. The primaryaim of transcription waso
convey thecontent of utterances and related acticlearly to ensuréoth my own
understanding anaadabilityfor nonspecialist audiencesluding the PTks Thus,
specialist transcription conventions were avoided as much as possibleypamthint non
verbal éements and paralinguistic featungsrenoted in bracketgAtkinson & Hammersley,
2007) anapproach praised by several PTs during respondent validation:

Those dialogues in the conversations are very clear to us, it makes it easy to
understand what happed in the classroom, how my teaching is going on.
(Vinay/RV/00:50)

The total number of lessons transcribed was usually informed by the degree to which |
felt further transcriptions were revealing
(,e,an i ssue of fAs at,prlagt ntesviews;withDife teackeewere al200 0 7
transcribed, although focus group interviews with students, parents and headteacher were
only summarised at this stage, given that these were perceived to be ctistegiuather

than core data.

2. Il ni tial ¢ omme rJpos completing frdnscriporspl reado d e s :
through and addeviewc o mment s on aspects of the teac
personal narrative that seemed to be important, frequentusual. This was analogous to
what Miles et al. (2014) <call Aj ottingso:
and commentary on issues that emerge durin
94). Reading through these comments allomedo begin to develop a number of loose
i nitial t hemes for potenti al coding. -Examp

correctiono, ALl useo, dAscaffoldingo, Ahun

3. More detailed comments and codingfter this | reread field noteand watched
thelessons again, including the first ten (audidy recordings of early lessons were listened
to), always bearing in mind that these were likely to be more influenced bpsbkever
effect While reviewing these lessons, | alseread andadded detail and reflective

comments to the lesson synopses, sometimes-@tesencing quotes of importance from

23| was able to transcribe Hindi, but not Bangla, Malvani, Marathi or Telugu, the other main languages
involved.
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interviews. ALooseo codes from the prior s

more consistently at this pojrdften involving moe specific subcategorieBor example,

ALlncl usi veo was applied whenever a teache
of | anguages by | earners other than Englis
teachers were observed to link aspectsafflen i ng t o /dxgeaencesBecause | i v e ¢

these synopses were shorter than full transcriptions, they made it somewhat easier to identify
perceived patterns, themes and topics of importance (Atkinson & Hammersley, 2007).
Nonetheless, when completedchlessonsynopsis document totalled over 12,000 words

per PT, and these were searchable, enabling me to find codes easdyainatg sufficient

context, reducing the danger of decontextualization that Atkinson and Hammersleyp(2007
156) discuss. The coding of later cases was inevitably influenced by codes developed in
earlier ones, although later cases also led to code revisions that were then applied during

later drafts of earlier cases, leading to changes where necéssaAppendiM).

4. From initial reflections to detailed analysisAt this point | returned to thiaitial
reflectionsdocument | had completed immediately after data collection for each case and
produced a second more detailed draftthis point, as well as increasj the level of detall,
| added references to specific lessons or intervi®wsexamplewhen discussing a salient
feature of practice, | cited all lessons in which | had noticedltacketsthis served as a
usefulindicabr of frequencyandalsoenaled me tdind both lesson extracts and interview
guotes to add to the detailadalysiswhenever illustrations were warranted. The majority of
key features described initial reflectionswere retained in thdetailed analysis. However,
additional feattes were also added, particularly those that were more specific to the detailed
i nteraction of the |l esson itself. An examp
described it; examples from transcripts indicated that tegstugient interactionended less
to follow the initiation responsifeedback sequence (Sinclair & Coulthard, 1975), and were
more likely to be studemtitiated, or involve a larger number of more meaningful

exchanges.

5. Structuring of the final case description®estructumg of theinitial reflections
would frequently occur as | transformed them into the first draft of the detailed analysis. For
the early cases, this sometimes involved several attempts to organise the description.
However, as | worked through the casestamercategories seemed to appear repeatedly
(e.g., fArapporftc alnlda br cerl agffi i wen slhd gpisdioON go sugg
possibility of organising the write up of all cases similarly. By the time | had completed all
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eight descriptions, several of these categories seemed to have stabilised in ways that enabled
them to account satisfactorily fdre pr acti ces of al | eight te
shift towards more abstract categorieso (A
identification of which prompted me to reread and sometimes redraft earlier case

descriptions. For example, whald i ni ti ally been fAuse of L1
anal yses into Al anguaging practiceso, with
use of English, use of #AL10, and also tran

andpupils, thereby enabling me to discuss the variety of balance and blend of different
languages in the classroom observed. Another example of this was the rejection of

Aicl assroom managemento as a category. |Inst
beh i our management closer to my discussion
students (these two elements often influenced each other), which led to the creation of the
categoryfii nt er per sonal practiceso for onavense. A
were discussed under the category Al esson
practiceso and finally fclassroom practice
the final stable categories that were used for the final, third dras-wy of thedetailed

analysisfor each teacher (s@@ble 10. As such it can be argued that these categories

evolved iteratively during data analysis, and were different to what | would have anticipated

at the outset of the study, arguably constituinganalytical finding. While on occasion this
categorisation led to a certain, occasionally forced, standardisation, it would provide the
opportunity to compare and contrast i mport
crosscaseanalysis. Dggite this, | also wanted to retain a degree of uniqueness to each case,
which | did through the fAKey beliefso and
case description (two examples are provide@ahle 10. These finatletailed analyses
becamdheficase descriptioms f or t htetalliRgTl4,Q00 24,800 Words, depending

mainly on the extent of the data analysed, but also partly on order (later descriptions were

oftenlonger).
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Table 10

Structuring categories used for case descriptions

Headings for all case
descriptions

Subheadings for case:7
Manjusha

Subheadings for case :&uheli

1 Context 1.1 School context 1.1 School context
1.2 Personal background 1.2 Personal background
2 Key beliefs 2.1 Students have their own 2.1 Engaging learners in learning
(subheadings as potential 2.2 Taskoriented communication
required) 2.2 Learnefcentred constructivism 2.3 A balance between language
2.3 Learning wi learnngandexam preparation

surroundi ngs?®d
2.4 Literature and basic skills
practice

3 Key features
(subheadings as
required)

3.1 Basic skills practice (especially

literacy)

3.2 A dynamic community

3.3 Meaningful communication in
any language

3.1 High expectations

3.2 Managing feedback to
facilitatelearning

3.3 Varied differentiation
strategies

3.4 Learner engagement

4 Interpersonal practice

4.1 Relationships
4.2 Behaviour management

4.1 Relationships
4.2 Behaviour management

5 Languaging practice

5.1 Teacher 6s |
5. 2 L eanguaging mautice

5.1 Teacher o6s |
5.2 Learnerso |

6. Curriculum coverage
and planning

6.1 Curriculumcoverage
6.2 Planning

6.1 Curriculumcoverage
6.2 Planning

7. Classroom practice

7.1 Lesson structure
7.2Negotiation & improvisation
7.3 Whole class teaching

7.4 Activities

7.5 Monitoring

7.6 Feedback

7.7 Project work

7.8 Other frequent activities
7.9 Occasional activities

7.10 Activities not observed

7.1 Lesson structure

7.2 Negotiation &mprovisation
7.3 Whole class teaching

7.4 Activities

7.5 Monitoring

7.6 Feedback

7.7 Other frequent activities
7.8 Occasional and absent
activities/practices

8. Subject knowledge
and PCK

(none required)

(none required)

9. Reflection

(none required)

(nore required)

10. Professionalism

(none required)

(none required)

11. Observer effect

(none required)

(none required)

12. Critical reflections
and concerns

(none required)

(none required)
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4.6.1.4. Respondent validation (member checking)

As a final, important phase, | sent each completes@ descriptioto the PT to get their
reflections andeedback omwhat | had writterabout them. | waaware that while such
checksoffer useful insightsy e spondent sé fr eact itwlidationooa nnot
refutation of the observerés inferenceso
Nonetheless,igen the participatory approach | had adopted, their opinions on this product

of our collaboration wreimportant to meThus, | invited them to@mment on any elements

of the description, and informed them thatas available for vidéphone meetings to

discusghis further, therebyacilitating a dialogic process required Most provided written
responses, althougvo opted for gvideofphone) conversatio Small changes were made

based on their feedbagiarticularly when | had misunderstood facts (e.g., personal history
details) omy comments were uncleto them as keyeadersOne participant requested
additional description of an aréaeyperceived as important (how instructions were given),
which wassubsequentlpdded tdhecase description. Anothdrsputed two minor critical
findings in both casewe agreean a wording that was consistent with my data Hedr

opinion oftheir practice See 6.11.3, 7.11.3 and 8.11.3da@cussiorof threevalidation

responses.

A second stage of participant validation was also conducted: | felt it important to check
that parttipants were also comfortable with how | had compared their practices, so | sent
them near final drafts of the two comparative chapters (Chapters 9 and 10 below) to read and
comment upon; this led to one correction of an overgeneralisation | had made&Tior a

Upon completion of tis validation process, participants were consulted regarding
whether they preferred to remain anonymous or to be identified by name. All chose to be
identified, so, after ethical approval was received for this, revised consent forms were
prepared and signédee AppendiX).

4.6.2.Cross-caseanalysis

Crosscase analysis began during data collection, both informally through the reflective
diary (see 4.6.1.2) and more systematically througlecdhgparative spreadshdediscussed
below), although both of these remained fairly limited (to the level ofesgmons) and
based largely on recollectioriBius ater completingheindividual case analgs, to ensure

my approach to crossase analysis was systematic and infornhéabk time toreread
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important sourcesn this topigdBartlett & Vavrus, 2017; Mils et al., 2014Stake, 2006;

Yin, 2014 as well as severatfluential comparativecase studies of teachers (e.qg.,

Calderhead & Shorrock, 1997; Holm & Kajander, 2015; Tsui, 2003). Rather different
approaches torosscaseanalysis are recommended and addph these works, reflecting a

wide range of aims and theoretical positions. | drew upon these critically, appropriate to the
unique participatory design and focus of my study. driesscaseanalysis used here is
consistent with Blarr)t Ifentotr i aznodn t\aa v rcuassées c(o2np
Ahomol ogousod cases are compared with atten
contemporary processeso (p. 53) in an atte
phenomenaodo (p. 7). ae/guidddipartly bymy resedrah quastionsaandn,
partly by the themes, categories and participant concerns that arose during individual case
analysis, always aware that the findings would also be influenced by my prior experience

and areas of interest. As Braand Clarkg2006)o b s er ve, At hemes do noc
and as Atkinson and Hammersley (2007) note
These latter stages of cross case analysis first involved analgsisofonalitiesamongthe

cases and #n differences, each time drawing upon data collection tools and analytical
methods specific to the task in hand. The final stage involved adisatasivecrosscase

analysis to counter the potential danger of oversimplification caused by |quiimayiy for

similarities or differences.
4.6.2.1. Comparative spreadsheet

Approximately half way through data collection | found myself reflecting on several areas of
what | perceived to be clear similarities among the teachers observed thus far (e.g., a clear
commitment to keeping learners engaged). As a result, | created an initial spreadsheet to
record and reference such similarities as well as differences on various aspects ofgrractice
cogniton | ater called O0themesnyusAsofhéVYédp( éad
and O6NO6 (absent) transformed into more spe
(occasionally observed), 2 (observed sometimes), and 3 (observed frequently or considered
central to their practice). This list continued to granganicallyduring data collection and
individual caseanalysis and waseorganise@n several occasiomiring the latteso thatt
corresponded broadly to the headings used in the final casgtiesst The themesvere

returned to frequently during different iterations of analysis to ensure that my scoring for

each teacher wésas accurately as possibla reflection of the perceived comparative

frequency or importance of a theme. | also usedphsasisheet to compare basic statistical
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data (e.g., average class size, lesson length, percentage of L1 use), and my perception of the
contextual challenges that they facé&tie full spreadshees included inAppendixP, and
totals 118themes

While thiscomparative spreadshdetd evolved naturallyl later found that both Stake
(2006, p. 49) and Miles and Huberman (1994, pi 178) recommend similaromparative
spreadshestand ratings for the purpose ofcrassse s e anal ysi s, the | at
have fewer, condensed data, grouped and standardized; you can begin to see what the data

look like how numerous, how shapely, how distin
4.6.2.2. Analysis ofcommonalities

Upon completion of the individual case analyses, | began the more systensgicase

analysisAs much as possible | wanted to avoid oversimplifying the narrative in each case as

| began to compare them, something that Stake (2006) cautions against. He provides a
number of useful tools farosscaseanalysis, one of which (p. 45) involves initially

creating a ong@age summary of each case, which | did. As well as noting contextual factors,
key beliefs and key practices, I also high
be important rel@donships between themes from the case descriptions that shed light onto the
ovhyd u n d e differentaspattggdar t i ci pant teachersd prac
challengingelementof thewhole persoriocus agreed at the planning meeting. A

relatonhi p (Al inko) was noted i f an influence
(illustration/instance or sympatry) was identified, either in their classroom practice (e.g., a
teacherdés frequent Ause of L1060 [[dedagogimmagi ng
theme]), or their discussion of practice, including justifications, beliefs and reflections (e.g.,

a teacheros belief that Mndavoiding puni shme
confidence/sele st eemod [ i nt er per saddedaalonparageaphendrrptive | |
description to the onpage summaries, to reduce ttanger of losingight of the holistic

description of the teacher at this stéggeexample AppendixN).

In order to bring these case summaries together and incaploeathemethat | had
identified in thecomparative spreadshektieveloped @ommonalities mindmaemploying
mind-mapping software (MindManagdl) t o create a fitopic boxo
comparative spreadsheethere | also noted teachers wanom this themeacored highly in
thespreadshedasfrequent or central to their practice). | thehdedthe relationships | had

identified in each case summary to this mindmap, enabling me to see which relationships

103



seemed to be important for several teachers, and which themes bore the largest number of
relationships to other themes. While this produced a complex map, it enablederbdth
common themes and salient links between tfasall PTs together (se&ppendixO),

allowing specific relationships to be extracted and checkémrming my subsequent

discussion of commonalitiesnongthe teachers.
4.6.2.3. Analysis ofdifference

While thecomparative spreadsheenepage case summaries aswinmonalities mindmap

proved useful analytical tools to organise my discussiairilaritiesamong PTs, my

discussion of differences drew on my reflective diary as its initial starting point, for it was

there that | had reflected in greater detail on differences naioemgP Tsduring data

collection and singkease analysis. Foremost among these, and also evident in the
comparative spreadsheetere differences in what | called FFsonception of subjeoiand

fidegree of contral both of which seemed to vary clinaiynong PTswith each relating to

a number of more specific differencesnotdd. | es & Huber ni@2)6s (1994
suggestion of graphic fidata displayso to o
use of at this stage. | plottecettlinal variationapproximatelyon a twedimensional field,

enabling meéo map thdilocatiord of the eight PTs relative to one anothemdthenadded

themes from theomparative spreadsheghere there wrenotable differenceamong PTs

(see Figurellon p.261). This mappmgprocese na bl ed me t o ofrelagedt i f y
themes shared between adjacent teachers on the field. Through referemaextuale.g.,

class size, degree of autonomy) and cognitive (e.g., beliefs, vditfesgncesetweerthe
teachersthe graphic display offered useful insights into much ofvdmationidentified as

perHa mme r @rbcesgdfisanal yt i ¢ i nindCQhapteilOplpresenglllo® 8 9 ) .

thesein detail
4.6.2.4. Discursivecrosscaseanalysis

In the third stagef crosscase analysisai med t o search for Adisc
(Maxwell, 2012b, p. 126), by adopting an alternative méansomparison otases to the
analyses oftommonalitiesand differences described abovanitolvedfocusing on the

structuring caggoriesdomainsthat had emerged during data analysigselevel), rather
thaneither the more specifinemesof the prior crossase analysegsnicro-level) orthe
whole-person focusf the caselescriptionghemselvegmacrclevel), thereby potentially

identifying any further connections or relationships of importance previously overlooked.
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Focusing on oneategory/domaimt a time(e.g., beliefs, languaging practice,
planning, etc.)| re-readthe relevant sections individual case descriptiorsd decked
other key sources (e.g., reflective diary observations, case sumnarigépight teachers
Based on tese | wrotedescription®f my impressions for each of these categories, blending
observations of both similarities and differences in a d@eursive fashion.then used
these descriptions valuateprior assessments maitkethe comparative spreadsheet
commonalities mindmagand early drafts of chapters discussing similarities and differences
for potentialomissions overgeneralisatiorend biasThis led to minor changes a number
of areasOne examplavas the additonod r ow Ol nt er act itotke pl anni
comparative spreadsheeinotherwas arevisionto my discussionof eacher sé i nt e
keeping learners engageuhile | had originally judged that all eight teachers attached high
priority to this, my discursiveanalysis revealed thédr two PTsthis belef waspresent, but
not centralleading to my hedginthis finding somewhatn general, howeverhis
discursivecrosscase analysisonfirmed the majority of findingsf the previous two stages,
and provided further (often explanatory) links betweemmonalitiesand differences that
often related to contextual factodonetheless, | felt that imore discursive comparison
provided a morappropriatestarting poinfor presenting the crossase findingshan a draft
chaptethatl had entitled AAnal ysi s (differeglyamd | ar it
overly onedimensional This was replaced witthe airrentChapter9 i C r -oasesanalysis
by d o,whidhfoauses primarilybut not solelypn similarities, andvas graduajl
strengthened during subsequent drafts through critical appraisalcd$election from,
earlierdrafts andoolsof crosscase analysias appropriatéAfter some consideration, |
chose to retain the fAAnal ysi doritsisefdli f f er enc
explanatory insightsalthough this was also modified somew{udten becomingnore
nuanced) aftethe discursive analysis. The two chaptaffer useful alternative

interpretations ofhe data, consistent with the critical realist posidopted in this study.

4.7. Rigour and reflexivity

As a critical realist approach does not impose or presuppose a specific research design (it can
incorporate both quantitative and qualitative data collection and analysis), any evaluation of
rigour must dave from the adoption and use of the most appropriate methods and tools to

achieve a particular aim or investigate a phenomenon (Bartlett & Vavrus, 2017; Maxwell,
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2012a). A critical realist perspective also sees both the descriptive data and the partisifga

emic perspectivesasal( Maxwel I , 2012a), thus the const
be rejected, as isecessaryor strongerconstructivist/interpretivigbositions(e.g., Lincoln &

Guba, 1985)However, critical realismius es o6validityd to refer
conclusions or inferences, not to datao (M
inferences derived from data can be considered valid, not the dataaitsetfated by

Atkinson & Hammersley, 200p. 177.

Tablells hows ways in which | believe my stu
discussion of validity in critical realist qualitative reseaftfhe study also, | believe, meets
a number othemore commonly cited qualitative research recommioias for best
practice (e.g., Tracy, 2010), maolwhich derivef r om Li ncol n and Guba:
1986), butarealso considered valid for qualitative studies within a critical realist framework
(Maxwell, 2012b, pp. 125128):rich data and thick desption, a search for discrepant
evidence, respondent validatidong term involvement (albeit shorteer casehanis

typical for ethnographies triangulation of data sources and comparison.
Table 11

ApplyingMaxwelb s v al i d(2012g)to the stutlye r i a

Maxwell 2012a In my study

Descriptive validity: refers to the 1 Detailed, descriptive field notes during data

degree to which the study accurately collection.

records fdactso,; i 9 Initial lesson and intervie synopses primarily

physical and behavioural events, ratt descriptive (reflective commentgereseparated).

than in terms of the meanings that ~ q  Detailed accounts of classroom practice in final

these have for the actor or others case descriptions.

involved in the & q jnclusion of counts of lessofisterviewsin which

fiDescriptive validitycan also pertain specific phenomena were obserirexedin case

to numerically descriptive aspects of descriptions towgpport claims made for frequencit

a ¢ ¢ o udyuasseatisticéd simple of practices, events, beliefs or reflections.

counts of things to support claims the 1 Use ofPT counts to support claims of

are implicitly.q commonalities and differences among practices
that were deemed frequent or central in clazsse
comparison.

24 Maxwell (2012app. 142143) also discusses external generalisability (which this study potentially has) and
evaluative validity, but notes that both are likely to be less important in qualitative research than the four types
of validity addressed in the table.
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Maxwell 2012a In my study

Interpretive validity: i s e e k s 1 Inclusion of extensivesometimes multiple PT
comprehend phenomena not on the guotes tenablethe readertoassegsa r t i c i
basis of the resc interpretatios of phenomeaindependently of
and categories, but from those of the mine

participants in the situations studied, § Respondent validation of my interpretations of
i.e., from antemiddrather than an their acts was soughesponded tand
Gtidper specti.veodo ( documentedsee 4.6.1.4)

T Parti ci p mdepead@ntlyritten accounts
of their contexs, beliefs and practicesmre
documentedhrough their ceauthored publication
to offeremic triangulatiorof my interpretations

Theoretical validity: ir ef er s 9 A process approach was adopted during

account 6s heoaylofisame t identification of commonalities in the cresase

phenoméasenan expl comparison; relationships were identified in

well as a description or interpretation individual cases (causal, reciprocal, instantial) al

of t he phlechudestmth o1 brought together for comparison and discussion

construct and internal validifp. 140) (seecommonalities mindmagmlongside supporting
evidence.

1 Atheory of differenc€Chapter 10purports to
explain key differences observed, particularly wk
contextualnd cognitive variatioare also

considered.
Internal generalisability: 1 An avemnge of 30 observations and 8 interviews |
fgeneralizabilit) PT allows me to make generalisations regarding
group or institution studied to person each PTOs evdnesthat pereanott i
events and settings that were not directly observed (with one provisegarding the
directyols er ved or i n academic yearseel2.2. Limitations of the study
is important to be aware of the exten  §  Careful regula discussion of thebserver effect
to which the times and places actuall with PTs (see section 11 in case descriptions)
observed may differ from those that brought thighreatto internal generalisability into
were not observed, either because o the open, revealing potential issues that could b
sampling or because of the effect of crossreferenced with observed practices, allowir
the observation | an evaluation ofheimpactof reactivityfor each

PT.

4.7.1.Two reflexive concerns

Despite these claims feufficient rigour, | feel thatitereare twoarea where Ishouldvoice
concern regarding my ability to meet recommendations for quality in qualitative and critical
realist literaturgboth reflexive Firstly, my personal relationships to all eight payints

has, through the research process, become closer than would normally be considered
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professional for a researcher, due partly to the participatory nature of the study, an partly

the bonds of respect and shared concerns that developed as we togetidr. All are now

friends and this inevitably impacts on my attempt to report on their practice with a degree of
objectivity (important from a critical realist perspective if not from a critical theory

perspective; Guba & Lincoln, 1994). There are spfer example, where my choice of

guotesand extractslisplayswhat | perceive to be tHeestillustrative example rather than

the most representative grand times where | have perhaps underemphasised qualities that |
perceive to be negative. Nonethsleg® attempt to provide transparency here, | included the
twel fth section in the individual <case des

were also shared and discussed with participants during respondent validation

Secondly) remain cgnisant ofmy sometimes imposingxogenousheoretical
constructs on the data during analyseam satisfied that some of the constructs proposed
and explored havelearly originated irparticipanté t heor i e¢ eagd , pNVaotly
Al nt r o sapagefldctiveopnodedsthat some materialised during data collection and
analysis (e.g., fAtext interpretmytearlemo) and
contextualisation researcb.g., theTEaL/TEaSdistinction Anderson20209. However,
ot her constructs adopted during analysis (
correctiono) have i n#&omimairsteblnyteaobhing anguagep or t ed
teaching literaturg due to my perception that these constraetmed to describe what |
was seeing appropriatelif is possible that sugbrocesses could be described differently, or
evenleft unnamedBartlett & Vavrus, 2017)As Hammersley and Atkinson (2007, p. 163)
note: fAthe process onf tdralexsisgs i agnnate alsutof
such, this study must always rentaiand be read &sa comparative case study in two
senses; comparative of the participant teachers themselvaspandulturally comparative
to mya priori theoriesand beliés regarding the act of teaching, whitveoriginatedin my

prior experiences as a teacher educator

4.8. Conclusion

This chapter has described the methodology used in this study, beginning with the aims and
research questienl also justifed the participtory element andtatel my paradigmatic
position.l then discussd how my theory of expertise linkd closely totheliterature review

my aimsandthe research context. These shaihedrecruitment criteria adoptgdstified

108



with critical awareness of both the contaxd the shortcomings of prior expertise studies

the multiple criteria approach adoptedigorous and original, building on Palmer ebas

(2005) recommendations constructivelne participant recruitment process is doeuated

in particular detail to provide evidence thiais was as inclusive and reciprocal as possible. |
have also documented in detail how the participant teachers were involved in the planning of
the study and other outpui§our collaboration to demonate a reasonable degree of
participant agencto validate my claim that this is a participatory case stlikily the first
investigating teacher expertid@ata collection practices and tools are justified theoretically

and documented transparently,dancing a depth and breadth of detaeeding that

requiredfor a PhD studyyet necessary to enable the exploratory analytical processes
undertakenindividual case analysiavolved several phases (transcription; loose coding;
detailed coding; detailechalysis and structuring of case descriptionsjsphase

overlappedo some extentith both data collection and cresase analysiS hree types of
crosscase analysigere conductetb identify both similarities and differences among PTs

and also to sech for discrepant evidence througjecursivecrosscase analysis. Finally, |
have addressed issues of rigour, drawing
validity in critical realist qualitative research, and voiced specific concerns wabhdregmy
reflexivity as a researcher that | believe the reader should be aware of when reading and

interpreting the findings that now follow.
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Chapter S. Introduction to the participants

This brief chapter begins tfimdings section of this thedy introducing the eight
participant teacher®Ts)and their teaching contexti$ providesusefulbackground
statisticsand related discussion befanérodudng the threedetailed case study chapters that
follow, choserasrepresentative of the diversitynang PTs taddress my first research

question:

1. What are the features of thedagogic and professional practice, and related
cognition and beliefs of eight expert teachers working in Indian-sgatesored
secondary education?

5.1. Participant teachers

The aght participant teachefsad7i 25 yeardteaching experienca the time of data
collection All were highly qualified (BEd and M) with 3/ 5 potential indicators anti 2
likely indicators of expertise each (s£8.3. Their real names are useonsistent with their
wishes (for which ethical approval was obtained), althougbtlaéirnamesused(e.g.,

students, colleagues) grseudonyms

5.2. Teaching contexts

While there is a bias towards one curricular authority among PTs (Maharashtra State Board)
in all other respects theypnstitutel a balancedangeof contexts and secondary school types
within 1 n d statedmonsored sectofour PTs workdin rural contexts, two in small towns

and two in large cities. Four taught in government schools amdf@governmentided

schools Twotaughting i rstheosandthe rest were ceducational. Whileix taught in

schools where the majority of learners were of designated disadvantaged groups, two taught
a minority fromsuchgroups (NurjahaandKuheli). Ku hel i 6 s students wer
literate middle class families of suburban Kolkatah motivated parenteho had entered a

state lottery to get their children into her schddlis more privileged backgrourshould be

kept in mindi her caseservesasausefilout | i er 0, cl oser i n many

descriptions of teacher expertise from higher income contexts.
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Table 12

Participant

teacher so

contexts

Teacher Grades class School School Genders Curricular  Context SES of
taught! sizée size type®  taught  authority learners’
(mean) (ss.) (board)
1. Raju 6,7,8 9 very govt.  mixed Telangana rural, 99%
(pilot) 9,10 small State small disad.
(<100) village
2. Vinay 7,9,10 32 small govt. mixed Telangana rural, 99%
(c.300) State small disad.
village
3. Shekhar 9, 10 43 large govt. mixed Maharashtra rural, 99%
(c.1300) State large disad.
village
4. Gajanan 8,9, 10 23 small govt- mixed Maharashtra rural, 78%
(c.400) aided State large disad.
village
5. Dipika 8,9,10 52 medium govt- mixed Maharashtra urban, 64%
(c.850) aided State low- disad.
income
6. Nurjahan (5),8, 43 large govt- mixed Maharashtra semt 35%
9,10 (c.1200) aided State urban, disad.
small
town
7. Manjusha 8,9, 23 large govt- female Maharashtra semi 84%
(11, (c.1800) aided only State urban, disad.
12) small
town
8. Kuheli 7,8,9, 20 large govt. female West urban, 25%
(1)) (c.1200) only Bengal medium/ disad.
high-
income

Notes 1. Grades taught during the yeduvisit. Grades in brackets were outside the focus of the
study.2. Meanacrossall lessons observed.igo vt . 0
governmemnaided schools in India are freestudentgsee2.1). 4. Socieeconomic statugisad. =
the proportion
t r i b edassamobserfied tlalsséthree ofiicalkdesignatidns
t hte ognodv esrynsnbheemt,
Statista, 2019). Alternativiedicatorsof disadvantage (e.g., Below Poverty Linggre available in

disadvantage®® er cent age

Afschedul ed
recogni sed

only two schools visited.

n

provided
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5.3. Visits to participant teachers

Each PD s s wak asitdd foi3i 4 weeks (slightly less fahe pilot study; see4.5.5for

full details on data collected. The dates for each visit were agreed during the planning
meeting PTs unanimously agreed that | should avoid theepsamination periodalthough

some exam preparatiavork had begun during my visit to the pilot study school. Due to
different academic year start times in different schools, several PTs (Vinay, Shekhar,
Gajanan, Kuheli) were visited during the first few weeks of their academic year, enabling me
to see ggects of learner training. The observation periods were deemed broadly comparable
for all eight PTs.

5.4. Choice of participants for the three case descriptions

As discussedbove(4.6.]), detailed case descriptions were complied for all eight PTs,
totalling 14000/ 21,000 words each. Due to space limitations, only three of these could be
chosen for inclusion here (reduced to 8,000 words each). The three PTs chosen (Vinay,
Dipika and Nurjahan) were selected to represent a diversity of teaching contexts (miral, se
urban and urban) and learner backgroundsTabée 12 above. They also represent a wide
range of experienoeithin the cohorand were found to have a correspondingly wide range
of pedagogic practices and beligidicative of the rangebserved amanPTs (se€hapter

10).

As such, the three case descriptions pr
teacher expertise in secondary Indian contexts. They present holistic acconsitsent
withour agreed aim f or et b e n-sthnogdaphies, yetaoe be A wh
organised using the same headings-{seddingsometimes variedee4.6.1.3 to enable
the reader to compare the three teachers independently of my subsequerdsg@sglysis
(offering transparency; Tracy, 2010). 8halsoenable the reader to gain a detailed
understanding of the constraints, challenges and opportunities that both irdlaadce
evolvedal ongsi de e ac hTheyara prédsentedis orderrofany tsdd their.

schools.

Chapter 9Crosscase analys by domain follows these case descriptioasdis based
on analysis of all eight teachei®he vast majority of lesson extracts and interview quotes

provided come from the case descriptions of the remaining five PTs to further ensare tha
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Airich complexity of abundanceo (Tri;acy, 201
followed by a more theoreticél Aalysis of differenceé ¢ h,atpudtueedthrough

comparison of two key variables among the eight PTs.

55. Partici pant s dtherpwracticeccount s o

I n addition to my O6observerd® accounts of w
a chapter for a shared publicati@ode et al., 202158s one of the participatory outcomes of

the project. These serve as both an alternativeuatdco mine (a counternarrative of sorts, as

well as a point opotentialtriangulation for the findings belowyffering an emicaccount of

each PTO6s context, beliefs and practices a
comparable contexts; this stture was agreed upon by the PA%er peerreviewingeach

o t h eontdbstionstheysubmitted their chapters for publicatioy the AINET teacher
associationThe publication igvailablehere:

https://theainet.net/connecting_eight_effective ELT classrooms.pdf
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Chapter 6. Case description 1: Vinay

6.1. Context

6.1.1.School context

Vinay works in a mediunsized, rural, government secondary school located bettlessn
villages (317 enrolled studenig) TelanganaAlmost all learners are from farming families,
99% socially disadvantaged according to school documentation (31% S8 TBC).

The school has a good local reputation, with 95% SSC exam pass rates (national average
79%; MHRD, 2018).

Female learners had, on average, outperformed male learners in recent years; of 37
students who scored above 9.0 in the 2019 SSC examd$ age male. Lower levels of
motivation and higher levels of absenteeism were noted among the boys in grades 9 and 10,
who present ed HTIAR3:20) fg bebaviaulr rhasagemend in ¢lass. During a
focus group i nter vi eothers aseindeatea that thdy had difficulty t u d
controlling their sons, perceiving that it

attended.

The school itself is largely typical for a rural school in Telangana. There is intermittent
electricityand the lone IT room has two functioning PCs and one data projector. The library
and laboratories were not witnessed being used, both apparently in disrepairse®)Fig

The school follows the Telangana State Curriculum with one Englesfium and oa
Telugumedium class at each grade, the former with more learners. Most classes are full of
forwardfacing, fixed benches and desks, and there are few, if any, resources on the walls,

except for painted mottos and slogans.

When | visited, atthe startbfh e academi c year (June 201¢
averaging 32 students. Daily temperatures were regularly exceedibga#@dl while some
classes had functioninglbeit noisy fans, power cuts were frequent. As a result, teachers
regularly electeda take classes under trees, particularly in the afternoon. Bafteichoon,
learners were often chaperoned into larger groups under the trees, where they could be

watched over by teachers while marking student work (see Figure 10).

114



Figure 9

School libray being used as a textbook store

Figure 10

Classes would sometimes be merged and taken under the trees in the heat of the late
afternoon
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6.1.2.Personal background

Vinay, like almost all the teachers in his school, lives in a large town, the district capital,
approximately 45 minutes drive from the school. He is Hindu, married with two children,
both in further/higher education, and his wife is also a teacher. Meegdmfortably in a

modern flat on their combined teacher salaries, with a car, and provide lifts to the school for

other teachers.

Despite comindgrom a relatively low social class, Vinay enjoyed quite a privileged
upbringing. His father was a doctordawanted Vinay to follow in his footsteps. Despite
attending a good residential school (one of very few government schools that were English
medium at that time), he failed to pass his medical and chemistry exams, selecting teacher

education (BEd) as a thi, fall-back choice, preferring science teaching to English:

| never thought | will become an English language teacher. Basically | have a science
background, and after joining BEd, I ha
there are rumours in the@ety that the government is going to create a special

teacher post for teaching English, so to predict the future we have chosen English.
(LHla/16:10%°

Although he reports doing well during his BEd (one of only three who received first
class honours; LHI/24:20), his teacher identity seems to have evolved gradually. He
described his initial teachin(@t primary level as quite traditional, strongly influenced by
his BEd. However, his proficiency in English and interest in CPD led to rapid promotion,
and @portunities to work as a teacher trainer on several projects seem to have been pivotal

to his early identify formation:

| started enjoying the teaching profession when | became a teacheréraindry
perception of teaching has changed Af t e r ted kearing &nd Sartedr
experimenting, even learning the use of technology and all of the things have started
just because of the teacher training sessitta/40:50)

He completed his MA in English, soon f ol
English eacher post in 2000. His enthusiasm for his roles as both English teacher and

teacher educator increased steadily after this, with numerous training opportunities, online

25 See p. 16- 18for data extract referencing system and transcription conventions used for interview and
lesson extracts.
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courses, and a prestigious Fulbright Scholarship to the USA. There was evideace that

number of these training opportunities were transformative:

éemy perception of |l anguage teaching has
Bangalore]. So | started loving pedagogy instead of content and even throtinghout
ninety-day programme, | used participate actively in all the classroom activities,

going in for presentations, participating in group discussions and everything.
(LHIa/50:05)

Despite seeking out these training opportunities, he described numerous difficulties when he
attempted to ittoduce change into his classroom, due to varied challenges, particularly with

infrastructure, technology and more traditional mindsets of colleagues:

éthe biggest challenges that [we] face
classroom arrangemenssnd t echnol ogy use €& so itds
classrooms to ask them to sit in groufsTi(17:00)

Now | became a friendly teacher, so there is a lot of noise in my classroom. Even the
teachers they are complaining Bl is not controlling the c&sroomd(LHIa/1:23:30)

Yet, in allthese areas of challenge Vinags persevered to develop his own,
di stinctive approach. Today, as a combined
public speaking competitions, and his professional achievementsyécognised as a
leading teacher educator in the state, and given considerable autonomy in the school, where

he had been fdour years when | visited.

6.2. Key beliefs

6.2.1.Meaningful skills practice

Vinayds teaching was undeearprigisfueddmebtally a bel i
different to other types of learning. He saw it as a primarily cognitive process facilitated by
meaningful skills practice and understanding. This contrasted notably with perceptions of
colleagues who taught English mainly as scbgterature), with an emphasis on content

learning through memorisation:

JA: Is language learning different from other types of learning?
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Sure, definitely €é while teaching | angu
understand, read and understaneéagpand write, so the content of that lesson is not
important. ETI/1:35)

6.2.2.A process approach to language teaching

This belief in skills practice and understanding linked to his primary methodological belief
in what might be called process approachnvolving input, primarily through reading, and

output through both writing and speaking presentations:

My philosophy of learning is that if students are engaged in the process, so they will

do things on their own, then only they will learn. Instead of listgtarthe things,

they have to do something, they have to participate, they have to prepare, they have
to present, they come on€EDO0t4)e dai s and

My focus is on the process, not on the product. (PLI1/06:50)

This approactcame though in his teaching in a number of ways, particularly in his
focus on writing without concern for errors (sedract 1 beloy his use of timed silent

reading practice, and detailed groupwork text comprehension tasks.

6.2.3.Rephrasing/processing tasks

At all threegradesobserved (7, 9 and 10), activities were dominated by a phenomenon that
Vinay callsfrephrasing or f(information) processing taskéPLI0, PLI3, PLI6, ETI), text
mediation activities (see Council of Europe2@)) in which learners are exposed to one type

or genre of text (usually written), and are required to transform it into another type:

We have to give them an input first, so then we have to providpportanity for
them to process it, then we should expect something to happen at the end of that, that
is the outcome. So these are the three things that are involved. (PL16/05:10)

Most of my activities make them receive information, process it and reaiso
this is how the child learns betteET1/2:40)
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6.3. Key features of Vinayos pract

6.3.1.Project-based learning

After Vinay had set up project groups for the year, prdjasted lessons constituted
approximately half of the total lessons | observed. Btgmups were fixed, with random

student allocation ofi® members each, although, due to absenteeism, most had 3

members on a daily basis. As this was the start of the academic year, he conducted a number
of learner training activities, in which he la#gto develop the necessary skills for learners

who were used to much more transmissive instru¢tiomork autonomouslydbs.3, 6, 7,

8,14, 15, 16, 20, 24, 26, 28):

When | teach a particular class for the first time, | struggle a lot to bring them onto
my track. It takes maybe fifteen days, sometimes one month, sometimes more than
that also. But after that they will start enjoying my teachi&d|/32:30)

Projects would most often involve processing tasks, using a number of sources for
input materials: textook texts, audiovisual lessons and local English language newspapers
that he brought to school. He viewed me, an Engligtaking visitor, as a resource for a
processing task, getting one of his cl asse
(handvritten pagegeplicatingPowerPoinslides see Figire11) on differences between
aspects of UK and Indian culture (eapbuphad a different topic focus) for subsequent
presentation to peers. Other projects included writing a biographic sketch oba frers a
textbook article ©bs.10, 13), writing speeches or letters based on announcements in local
Englishlanguage newspa(Obs.26, 30), and, more creatively, imagining and writing a
dialogue between a snake and a person based on a textbook shd@@Issol2, 15). The
output texts of these processing tasks were consistent with the genre types (e.g., reports,
bi ographies, stories and written Aconversa
part of the continuous assessment tasks of thexgafea State Curriculum, known locally

among teachers as fithe discourseso.
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Figure 11

Studentsd handwritt doradée®! i desd for present

6.3.2.Continuous cycles of learning

Each project would typically last one formative assessment cychdyioh there are four

during the academic year. Once groups had been set up, project lessons would start with a
quick reminder of key deadlines and recommendations for how to proceed, after which
learners would get into their groups and start work, sonferpre to sit on the floor than to

use des&(see Figurel2). While each learner had to complete the required elements for
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themselves, they would collaborate through discussion;tpaehing (e.g., providing an

answer, spelling a word) and sometimes¢opyg. A Tal k t o your friert
heard refrain in his lessons (e @hs.20/09:40,0bs.20/12:50). For the majority of such

lessons, Vinayngaged in active monitoringrimarily providingtask guidance and tuition

supportto groupsand individuds as he went round the class

Figure 12
Grade 7 students often preferred to sit on the floor for project work (Obs. 24)
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Due to the considerable differences in motivation, willingness to do homework and
ability, different groups were observed to progrégough the work at different rates.
Responsive to this, Vinay provided differentiated tasks (both extension and enrichment
tasks) to challenge the more studious learners, particularly the more motivated girls in the
grade 10 class:

Ifyouaskthegirld o si t unt il [the boys] finish
avoid that | have assigned another task to the girls, so the girls are doing something
di fferent than the boys are doing, itods

On occasion, he emaliscussed different aims for the female and male learners in this

class during podesson interviewssge 6.9. While monitoring, Vinay encouraged learners
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to work without fear of mi st akes, consi ste
thel ear ni n dETIOB:IOL e s S O

EXTRACT 1. Vinay/Obs.21/22:10

T: Dondét worry whether it is right or wr
you think that it is relevant, you can write, because you are

writing with the pencil , a h? Afterwards, you can rub it again

and you can rewrite. 26

As groups completed tasks, he encouraged them to give brief presentations on which
he offered feedback (see below). Figut8andl4pr ovi de an exampl e As
differentiated project progress at one particular monmeatiessa (Obs.16/17:00), taken
from my field notes, documenting the groupings of 49 learners in a grade 10 class.

Figure 13

Field notes extract (Obs. 16, Gr. 10) depicting activities of different groups during a project
based lesson

,\\.'_gb_ \733 LJ f\{*_wﬁ.gr-(r

= Heres how AjN; urtre  Larl

:—w@k

J“’“
N«)‘U’f 2 vea.

O ) ek -
M boolt -

Note.Dotted lines andninted letters indicate groups, added later.

26T = teacher. Segp. 16 18 for transcriptionconventions used.
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Figure 14

Screenshot from camera at same time as Fig@revas drawn (Obs. 16, Gr. 10)
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On one occasion, differences between girl and boy groups were so great that he split
his grade 10 class between tremms, with girls presenting on their project work to each
other in the computer room while boys continued work on their projects in the main
classroom; Vinay moved between the two groups to monitor progress and provide feedback
(Obs.30). At the end of sth project work lessons, he would summarise outstanding tasks,
check students understood what to do and give them related homework (often to write up

work completed in class).

6.3.3.Developing independent reading skills

Only about hal f ofojeckhased Quirisulurh egemgenesuirementse p
meant that he also had to ensure learners understood the long, challenging texts found in
Indian secondary textbooks. Unlike most teachers, who would explain these texts
translingually to their learners (teixtterpretation, se2.3.3, Vinay would begin by getting
learners to read such texts quickly, silently and individually, often timing ther@, and
especially at higher grad@sliscouraging finger tracing and lip movement (eaps.3, 14,

21,24, 25, 32):

EXTRACT 2: Vinay /Obs. 21/04:50

T: OK, so read the |l esson and | &dm going
straight. Donét murmur, not to move your
finger or the pencil . Ready? Sit straight. Start!
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After this, he would usually get learners to work on text comprehension tasks (usually
provided in the textbook), sometimes individually, but more often in pairs or groups, and

provide differentiated support as he monitored wosk (e.g.,0bs.6, 7, 20, 24).

6.3.4.Use of EdTech

Vinay has a strong belief in the use of technology in the classroom (henceforth EdTech),
both as a tool for | earning, and an addit:.
careerskTI/46:00). Despitehe computer room at the school having only two functioning

PCs, one was a combined PC, data projector and speaker that he made use of kigularly.

use of EdTeclncluded:

1. using the supplementary audisual (AV) material to the textbooks to help with
text understanding, or for specific presentatiddkg.5, 17, 23, 25, 28);

2. using the document reader to project textastide for presentationsdbs.29,
30);

3. playing videos of traditional stories with subtitles in EngliGing.1).

He talked about hi s ap pr ccaccnhp watse ra @&rhassatng thad intan (
be very effective, but cautioning that, de
teaching. |t i €TI/M60l0). Hiscomputeplitelmay and bxpemenie (
using EdTech were both evident. He often set it up in advance while learners were busy
working on tasks@®bs.5, 17, 23, 25), and he was able to overcome technical difficulties
efficiently (e.g.,0bs.29). He also made use of EdTech in his teacher ednoatd (|
observed him delivering two workshops), and he tried to encourage his colleagues to use the

projector, although he noted that their enthusiasoallypetered out after a few attempts.

6.4. Interpersonal practice

6.4.1.Relationships

Respectwas central¥i nay és rel ationship to his | earr
adol escent male students in his grade 10 c
human being first. | never insult thaET1/40:30). Given the noticeable differences in

ability and progress between these boys and their female classmates, he also aimed to build
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confidence among them (PLI2/02:00). While he was attendant to their needs, and also those
of the higher ability learners, on more than one occasion (e.g., PLIG he expressed a

concern that he was often neglectitgh e mi ddl e gr oupo:

So thatés the big challenge I 6m facing
those who perform well, and | remember the names of those who did not do well, so
the middle group is msng, and they are feeling that | am not taking care of them. It

i's not the case, ,ETIB450) it 6s my weakness.

A key strategy for confidence building was the provision of regular positive
reinforcement©bs.6, 7,11, 12,14, 18, 19, 20, 24, 26, 27, 28, 32), incuding peeipraise
through rounds of applause after presentations or specific achievements:

EXTRACTS3: Vinay /Obs. 11/25:35

T: (after leading a round of applause for the learners) OK, this
activity has shown everyone can read in the class.

He provided more positive reinforcement and less correction taldsgroups during
presentationsdbs.1, 7, 10, 12, 30, 31, PLIO, PLI2), enouraging them to listen tand learn
from the more able groups, who often finished fiESEI{10:47).

His learners at all grades seemed relaxed in his presence, particularly when compared
to all but one of four other teachers observed in the same NHBODs 4 9). They
regularly asked questions, called for his assistance, and engaged in informal chat with him
while he was monitoring groupworkps.6, 9, 10, 15, 18, 20, 24, 27, 29).

A clear focus on developing learner autonomy was also noted, not only through his use
of group project work, independent reading practice and his choice of homework tasks but

also through his use of EdTech:

éeit can make the SS autonomous, sometin
video the projects, and | provide thevith one computer, so they search

information, they pick the information, they prepare their own presentations, so the
technology alstelps. ETI/48:20)

6.4.2.Behaviour management

As a result of the respect he showed and the positive reinforcement he provided, behaviour

management challenges were rare. The most common difficulty he had was getting silence in
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his Grade 10 class at the starteffsons (e.gQbs.16/04:00) or before presentations (e.qg.,

Obs.21/21:30) usuallyhe would clap his hands, or tap on a desk and patiently call out

iSilencel! d sever al t

i mes. He faced mor e

his grade 10 @lss to stay on task during project work, when they were expected to work

independently. At the end of one such class, after having worked hard to keep them focused,

he addressdthem separately in his overview for the next lesson:

EXTRACT4: Vinay /Obs. 26/35:00

T: And the boys, your task is
at least identify the news
items. Think of possible
discourses, write at least one
discourse, OK, not four. One

T: And the boys, your task is
at least identify the news
items. Think of possible
discourses, write at least one
discourse, OK, not four. One

discourse. Malla class ki discourse. Do not bring the
vachi rayodhu. Intikadane task to class.  You should
okati rasukoni ravale. Andaru. write at home only. One should
Okka group nunchi okaru Let be identified from each group .
us think of poster, easy ga Let us think of poster. Do
vunndi cheyandi. Kasthga whatis easy, slightly so.
vunnadi itey. Take something Take something easy. Profile
easy. Profile it is easy, it is easy, poster it is easy,
poster it is easy, writing writing letter is also easy,
letter is also easy, so try so try those things first.
those things first. 27
6.5. Languaging practice
6.5.1lTeacher s | anguaging practice

Vinay spoke mainlEnglish in class (m = 88% of total resources), although his use of

Telugu (the L1 of almost all his learners) varied by over 20% between lessons, increasing

noticeably in a more challenging texased lesson in his lowest grade 7 cl&dss(20: 30%

Telugy. He used English as the main language for both classroom management (e.g.,

instructions, directions, praise, warnings) and for meaningful input (e.g., explaining a video,

asking questions to check understanding, giving feedback to learners on theinMiuit&)

he believed in using natural English, and did not consciously simplify it, apparent

27 Extracts where significant amounts of languages other than English arareseghscribed in two columns,
with original utterances on the left (usiRgpmanised scripiand English on the right. In both columns, italics
are used to indicatwords uttered in languages other than Englsse p. 16- 18
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simplification was noticed alongside Telugu at times in the grade 7 clas©fesdly/, 20,

24), who were still acclimatising to his Englisiainly approach:

EXTRACT 5: Vinay /Obs. 24/14:30

T: (talking to one group while T: (talking to one group while
monitoring) So here town mouse monitoring) So here town mouse
is also not comfortable in the is also not comfortable in the
country. Enduku? Why? Malli country. Why? Why? Read the
chaduvu question. guestion  once again.

His most typical uses for Telugu included reinforcing more complex instructions or
guidelines for project work (B4/07:00), often repeating in Telugu something just stated in
English Obs.17, 20), but also for advice, particularly while monitorigigpupwork(Obs.6,

8,12, 16,18,19, 20,21, 24). He also used Telugu when giving more technical input of

content (e.g.discourse structures, grammar rules) and for pastoral reasons (PL14/09:30).
While he also translanguagegub¢ticularly while monitoringsee extracts above and below),
this was | ess common than among ot hean part
act of equivalencée translating the English (instructions or advice) in case some learners

hadnot under st ood:

Generally when | feel that some instruc
switch onto Telugu so that they can do well and undeas(RL14/08:10)

His boardwork was almost completely in English, with only occasional Telugu

translations of lexical items.

6.52Learnersd | anguaging practice

Vinayds t eaicrhdInws iwaesé .6LHe actively encour a
whenrequired Obs.1, 11, 18 20), even occasionally during presentations, the only activity

type for which English was the expected language of spoken communication. He prioritised
meaningful communication over language choice for his learners, consistenisvahus

on process rather than product, and, importantly, engagement as key to learning:

So language is the barrier for them. To overcome that, | encourage them to use
Telugu é& Simply sitting in the classroo
they start involving in the process, whether in English or Telugu, so no problem at

all. (PLI4/06:30)
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As such, he responded to learner questions naturally while monitoring seatwork,

leading tomoretranslingual interactions:

EXTRACT®6: Vinay /Obs. 20/10:10

S1: (inaudible question)

T: Haa? Question haa?
S1: Mice ante?
T: Mice ante mouse. Singular

annatu okkatunte
Rendunte mice.

S1: (inaudible question)

T: Haa? What would happen if
the person who opened the
cupboard found any of the
mice?

S2: Sir describe

T: Haa?

S2: Describe?

T: Describe ante
vivarinchatam. Chaduvu
guestion  motham.

S2: fiDescribe
exo0 (has
T: (hel ping)
experience in the
countryside. o

mouse.

ante?

t he

vachinaka town mou se yokka
experiences  rayali. Haa?
Describe  ante cheppali

vivarinchali etla emaindi ani.
Patam lo vuntayi chadavandi

find out.

S3: Sir, cheptara ?

T: Haa, ee question? Fifth
question.

to

di fficulty
it own

n

Cokintr

S1: (inaudible question)

T: Yes? Your question, yes ?
S1: Whatis mice ?

T: Mice means mouse. In
singular it is mouse. |If there
are two, mice.

S1: (inaudible question)

T: Yes? What would happen if
the person who opened the
cupboard found any of the

mice?

S2: Sir, wh at @escribe?

T: Yes?

S2: Describe?

T: Describe means e xplain in

detail. First read the

guestion  completely.

S2: fiDescribe the to
exo (has difficulty

T: (hel ping) Atown n
experience in the

count ry s iWr dovn the

town mouse 6 s experiences  when

it came to the countryside.

Yes? Describ e means explaining

how it happened. Everything in
the lesson read it and

out.
S3: Sir, can you explain this?

T: Yes, which guestion? Fifth
guestion.

find

He also recognised the role of Telugu as a scaffolding tool to enable learners to think

first, and thericonverb these ideas to English:

I encouraged

t hem
the questions, they can convdrat into English. So at least they will put their ideas

to Ashare your |

in, they are participating in the group. (PL14/05:45)

deaso

During groupwork he encouraged learners to use whatever languaging resources they

preferredObs.11,20,3 1) . Hi

sometimes translingual, involving peeition and use of Telugu to scaffold English learning

S

earnerso6 use of

(ashesuggests above). Notice the meaningful use of English resodptasa), fibaclo,
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fifoodo, fansweo, fiThere was breadl in the following groupwork discussion of the answer

to a comprehension question:

EXTRACT7: Vinay /Obs. 20/26:30

S1: (reading questior SI: (reading questior
did the country mouse go back did the country mouse go back

to his house in the to his house in the
S2: Akkada place nachaka back S2: I't doesndt | iptaee t
poyindi so it went back.

S1: Geedane. S1: Here only

S2: Enduku enakku poyindi ? S2: Why did it go back ? Food

Food gitla nachaka pothey back is also not good, th
poyindi it went back.

S1: Food kade gide ade . There S1: Not food, not this one

was bread, gidi kadu idi kadu There was bread, not that one

S3: Answer gidhe  (SSlook S3: This answer. (SS look

around to other groups around to other groups

briefly) briefly)

Student written work was almost entirely in English, but even here he encouraged
u s eknolve iwvardgiruEnglighe(gt,®be.30, 31 sed Figdet

|l earners to

15).

Figure 15

Student 'English’ text (Obs. 31, Gr. 7) including Telugu words (circled), as encouraged by

the teacher
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6.6. Curriculum coverage and planning

6.6.1.Curriculum coverage

Vinayds main unit of planning was one Ofor

of which there were four in the academic year (PLI2).

JA: So this seems to be quite common in
lesson?

Yes, Iplantocomptee one formative €& fb®dI20ati ve a

After introducing his | earners to the c
types within the curriculum@bs.9, 10), he allocated approximately half his subsequent
lessons to continuously ssssed project work and half to covering the curriculum, mainly
through use of textbook texts, which wereoanmonsource for end of year exam content.
He frequently omitted explicit grammar and lexical exercises, explaining this decision

through reference meaningful skills practice:

Generally | omit the vocabulary exercises and the grammar activities that are given at
the end of the textbook [chapters]. Because | notice that most of the activities given

€ are not focused on t ls¢hatmepmovidermgangverT h e ¢
and the students will copy from the book. So that is not going to work and there is no
scope for the | anguage productioné (PLI

While he didteachoccasional explicit grammar lessons, he did so only to provide
remedial tarification and practice of areas where he had noticed learner difficulty, such as
his choice to conduct a lesson on question fo@is(32) after he noticed learners having
difficulty with these Obs.18, 22).

While he made regular use of the audisual material created to support the
textbooks, he only occasionally made use of any further TLMs (e.g., newspapers in his grade

10 class project work).

6.6.2.Planning

Vinayds pl anni aam. Weie hk édicatedathatthe madeochagges each
year,trying out different continuous assessment tasks, his planning for each lesson was

mental only. No written notes were seen:
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The planning happens, everything here itself (points athiskead) t 6 s i n my
pl an everything threytehintyggedrd Il domdtt pa
paper. ET1/35:50)

As such, his approach to planning mirrored his key beliefs about learning, a focus on
process, getting learners int@iflowo of sorts (Csikszentmihalyi, 2014), and keeping the

continuous cycles of leaing lubricated as he monitored student work and gave feedback on
presentations (see below).

6.7. Classroom practice

6.7.1.Lesson structure

While some lessons began with an introduction related to aQést§, 5, 6, 7, 17, 21, 23,

25), some with learner presentatig@s.26, 29) and some with a lead into whalkass
instruction Obs.5, 17,23, 27, 28), the most frequently observed opening was an immediate
instruction Obs.12,13, 15,16, 18, 19, 20, 24, 26, 30) in which he provided an overview of

tasks, deadlines anqmesentations for the day:

EXTRACTS8: Vinay /Obs. 15/00:20

T: OK. Again, sit in groups and finish the remaining task.
Yesterday you had written only interview questions, and you had
to write the conversation between the snake and you, and you had
to update your questions, and textual questions, completed,
eight, four, only four, so all groups completed that, writing

answers to the questions. Anni groups chadivara ninna anni ?[ Did
all groups readyesterday? ]2 OK,then two tasks, updating your
interview questions é

S1: And conversation

T: And conversation between the snake and you. Quick, sit in
groups . If you are convenient you can sit there in the benches
also, one group in one bench, like that.

Lessons would most ofteend quite abruptly with a mention of expectations/plans for
next lesson@bs.13, 15, 21, 24, 25, 26, 28) and a reminder of homework task6.1, 6, 8,

10,11, 12, 17,22, 32); frequently to write up/improve answers to work conducted in class:

28 Where only small amountg other languages are used in an extract, only one column is used. These
utterances are italicised and followed by the English translation in square brackets.
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EXTRACT9: Vinay /Obs. 17/37:00

T: So by tomorrow just go T: So by tomorrow just go

through all the questions and through all the questions and

read the lesson again. Haa? read the  lesson again. Yes? And
And try to write answers to try to write answers to those

those questions. Answer tappu guestions. Donét worry if
ina parledu but rasukoni answers are correct, but write
randi. Haa? Answers rasukoni them and come . Yes? Write the

randi. Lesson chadavali answers and come . You should

malli. Chadavali guestion readthe lesson again . You

chadavali malli rayali. should readthe question , read

it again and rewrite it.

Endof-lesson reviews were rar®§s.18 only), as was the presentation of formal

objectives/learning outcomes at the start (only seen during AV les3bas$, 17, 23).

6.7.2. Negotiation and improvisation

Negotiation with | earners and i mprovisatio
althaugh there was some negotiation regarding plans for project le€3bs®( 15). On two
occasions he had to abandon planned lessons at grads.71, 14) due to delays in

English textbooldelivery at the start of the year, and instead &eglishrmediumsociat

science textbooks to practise and assess reading skills within what was a new class for him.

6.7.3.Whole class teaching

Although uncommon, whole class teaching was observed on several occasions, particularly
when using the more didactic AV materiaBb6.5, 17, 23, 25, 28) in the computer room,
particularly at the start of new units. Such lessons would typically begin with the video
overview (including objectives) of the unit and text, during which he sometimes provided
listening/observation tasks (e.g.ngorehension questions or tables and graphic organisers to
complete), and then progress onto listening and reading skills practice tasks, sometimes in
groups, typically followed by the use of whalkass questioning strategies to assess
understanding of téxcontent otto elicit feedback to tasks. Sometimes, he would also elect

to pause the AV presentations to check understanding:
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EXTRACT 10: V inay /Obs. 17/24:50

T: (pauses video) So can you identify: Who is town mouse and who
is the country mouse there in the picture? (points at screen)

SS: (inaudible responses).

T: (pointing at figure on left): Is this town mouse?

SS (many): No. Country mouse.

T: (points at other): This is?

SS (many): Town mouse.

T: Why? Whatdéds the difference?

SS (various responses): Wear jackets . | Suitcase . / Spectacles

T: Haa [ Yes]. It looks. They wear jacket, specs (mimes these

items) and carry a suitcase (shows on screen). So country mouse

is very simple in a way. Uh? So itdés the difference
liv ing style of the country and the town. (restarts video)

He would also make occasional presentations, usually using either AV material or

internetbased resources. In extract 11 (accompanying Figure 16), he uses the internet to

show a range of poster typesprovide inspiration before explaining the focus of their

poster:

Figure 16

Vinay shows learners example posters from the Internet (Obs. 28, Gr. 7)

\\\“7).
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EXTRACT 11: Vinay /Obs. 28/13:00

T: (pausing video presentation) So our poster is different. We

dondt require these things (points at el
itdéds not an event, itodéds not a celebratio
invitation. So our poster is about awareness. So the only thing

is that we are going to write some things about the country life

and some points? (rising intonation)

SS: (a few) Town life.

T: Town life. Haa [ Yes]. If you want, you can write the heading,

school name, and here you will write? (p
respond) Town  versus?

SS: Country.

6.7.4.Activities

Independentlearnerct i vi ti es were a regul.aZ15166at ur e
18,19, 20, 21, 22, 24, 25, 26, 27, 31). His default mode of interaction factivitieswas either
their designated project groups or more informal bench groups, when he often provided

gentle encouragement for them to work together:

EXTRACT 12: Vinay /Obs. 15/3:05

T: Do that first . W rite the conversation between the snake and
you. Write indiv idually and talk to your friends, ah? And
prepare the final version.

He was aware of a number of challenges and dangers related to the frequent use of
groupwork, particularly peeropying ©bs.6, 7, 15, 21, 24) and reliance on stronger group
members to complete the work, and for this reason he sometimes also set individual work
(e.9..0bs2532) to ensure that each | earner thou
they can write one or two points ofthei o wn 0o) . Nonet hel ess, he p

collaboration outweighed these dangers:

In the group always there are one or two active, they will take the lead position, and
the others are simply looking at the work the others are doing. But ¥iess lggetter

results than asking them to work individually, because at least one day they will also
try. (PLI11/13:30)

While he avoided the grammizal and lexcal practice activities in the book, he made
regular use of text comprehension tasks, such as comprehension questions, graphic

organisers and diagram completion tasks (@gs.20, 21, 25, 27):
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EXTRACT 13: Vinay /Obs. 21/13:35

T: So there is a table at the en d of the lesson, ah? There are
gaps in it, name of the person, his failure stories and final

success. So read the lesson again, find out the answers and fill

that table. Use pencil.

During project work lessons, activities typically had a writing or priasiem
preparation focus, including writing creative dialogu@bg.15), descriptive textsbs.31),
posters Obs.27), notices ©bs.30) and questions for interview®I§s.18). Differentiation
was often evident. More able learners were encourageddagedonger, more cohesive
texts Obs.16), complete additional task®I§s.16), or answer more questior3is.20).
Less able learners were given additional time to complete basic @isk28, 30) or to
write lists of keywords, instead of cohesive $efd.g.,0bs.1, 31). Speaking communication
activitieswere rare, occurring in improvised lessons only, including a running dictation
(Obs.14, when | earners had no-r Emigcdssisgamet e xt b o

(Obs.31, outside when two classes had to be merged due to teacher absenteeism).

6.7.5.Monitoring

Often at the start of activities, Vinay moved quickly around the class, cheakingre on

task and working appropriately:

| want to observe whatthey aredod\g And | want to check wi
members are participating or not. Are they on the same track, or are they doing
somet hi nijthey brs movingé@way from mactivity or my task, then | will

interact with them and show the right direction to théh11/09:10)

As work progressed, he began to provide tuition to individuals or grQlps4, 8,
12,16,18, 19, 20, 21, 24, 28, 31), including usually fairly directive guid&e on texts,
comprehension questionseg extracs), and project work@bs.16):
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EXTRACT 14: Vinay /Obs. 16/44:00

S1: Sir? (T approaches. S 1 points at newspaper article she has
found)

T: (looks at the article) So what is the discourse you are going

to write?

S1: Conversation.

T: Instead of conversation, you can write a letter to the

government. To avoid these things, not to happen such incidents,

control the profit of police, and avoid the people sleeping on
the footpaths. So you can write a letter.

If he noticed common challenges or errors while monitoring, he would provide
ongoing observational feedback to the whole class (e.g., advice, sugg&3hsis;
12,15, 16,18, 19, 20, 21, 28):

EXTRACT 15: Vinay /Obs. 21/24:50

T: (to whole cl ass, after observing SSo
dondt search for particular informati on,
complete paragraph. Suppose the first column is about , Wwhois

that person there?
SS: Abraham Lincoln.

T: Abraham Lincoln, so if you want to fill the information about
Abraham Lincoln, you have to read the complete paragraph about

Abraham Lincoln. Haa? [ Yes?] Only searching for that failure
stories, success stories you wonodt get.
paragraph.

At regular intervals (c.18L0 mirutes), he would also provide progress reminders:

EXTRACT 16: Vinay /Obs. 20/23:20

T: After five minutes you have to stop. And whatever the answers
you have written, just get up and read. With remaining we will
write tomorrow. So last five minutes time. Finish it first.

6.7.6.Feedback to activities and student presentations

Student presentatin s wer e a regul ar feature of Vi nay
three aims for presentations: to build confidence, to provide feedback (both corrective and

contentrelated), and to providearningopportunities for other groups:

So the primary irgntion of that activity is to give them the confidence that they did it
well and also | want to go through that, whatever they have done. So this helps me to
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simplify my work because going to each group and checking the things is difficult.
So if they comento the dais, | can listen to thethpossible, | can give some
suggestions. So other groups also, if they pay attention, they are also going to get
benefit from that.ET1/10:46)

There were often two or three such presentations during pregktles®ns, eachil
6 minutes long, delivered from the raised dais at the front of the class, and occurring
whenever groups had finished specific tagidsthe start of the observation peri@dso the
beginning of the academic yeanpst groups finished taskstae same timeAs time
progressed, | noticed thptesentations became more staggered to allow for differentiated
completion rates@bs.19, 26). Typically stronger learners led these presentations, although
he would occasionally encourage quieter studenpsarticipate, particularly in more

extended, formal presentations (e@os.30).

Despite Vinayods professed intention that
often difficult forlearnerdo hear presenters due to the combination of noisy fashglaet
voiceswhen speaking, so some continued working on their own projects. Vinay sometimes
repeated presentersd utterances in a | oude
alsoproviding feedbackThis included correctionghrough the form of recasts, dixjit
correction, or negotiated correcti@and suggestions for improvement. In the following
extract from a pairwork presentation of a creative dialdguevo stronger studentse

provides corrective feedback of several types:

EXTRACT 17: Vinay /Obs. 15/22:50

Sl: Why are you |l anded on the doctordés sh
S2: I didndét see there is doctor. I think
S1: If doctor can move from that place, you can collide the

doctor.

S2: Yes, | can collide because | am very hungry.

T: (interrupting her and checking meaning) What is that, polite?

S2: Collide.

T: Collide, collide, tagalatama? [ hit ] Hit, ah? Replace that

word. Next.

S1:Whyyous ee your face on doctords shoul der ?
S2: When | Il anded on doctorés shoulder, |
mirror. Th at 6s why |1 6m able to see mirror.

S1: What do you think about you when you are seeing mirror?

T: (reformulating) What do you think about yourself when you
look into the mirror, when you look into the mirror?

S2: 1 can think about my beauty.
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T: I am thinking about (x), | was thinking about my beauty. Ah?
Can, instead of using can, you can replace words. Used a number
of times, can, can, can, ah?

S1: Was you admiring your own beauty?

T: (louder, with reformulation) Are you admiring your own
beauty?

Although | observed more corrective feedback than formative suggestions, Vinay

perceived the majority of his feedback was of the latter type:

Generally |1 correct, but I dm not <correc
update the information they hawer i t t e n . I f theyodébve compl
move onto step two, so for that 1 édm giyv

relocate it and revisit itET1/11:50)

As stronger groups (often female) tended to finish first, they were also fisigent,
and Vinayods feedback to them was often mor
in the previous extracalsoObs.13, 15, 18). Weaker groups were more likely to receive
more praise and less direct correcti@i$.1, 7, 10, 12, 15, 19, 26, 30, 31). While this rather
public feedback carried the danger of undermiting a r corfidencé ¢ee 6.11. it also
served an organic purpose of pushing the stronger groups, and giving a sense of achievement

to the lowerachieving groups.

More formal AV-enhared presentations were also observed at the culmination of
specific projects@bs.29, 30), involving the use of a document reader (circled in Figjdye
to present handritten fislides (grade 9) and discourse texts, including notices and letters
(grade 10, from which learners read aloud and recéipeer applause upon completion.

They were also asked to write reports on their project experiences:

EXTRACT 18: Vinay /Obs. 29/37:33

T: And those who are already finished, you have to write a brief
report of your project, so your journey: how you began, how it
went well, what are the struggles or the challenges you faced
while preparing your project, and even while presenting. Write
individually not groupwork. OK?

138



Figure 17

Students presenting project vikdslides' via document reader (circled) (Obs. 29, Gr. 9)

6.77.0t her aspects of Vinayds classroo

Learner training was particularly noticeable as this was the start of the academic year
including guidance on how to organise notes, study effectarelycomplete reading
comprehension question®I§s.3, 6, 7, 15,17, 20). Pairwork reading was observed on one

occasion Qbs.11), with peercorrection when a partner heard a pronunciation error.

Text interpretation was not observed, althoogloccasiome would paraphrase sections of
text in simplified English@bs.20, 24, 25).

6.8. Subject knowledge and PCK

Vinay wasconfident and fluent in his use of English {CPR level), with few (generally

minor) fierror® when compared to standard Indian Eng(esly.,Sailajg 2009) althoughhis
accent and language choisesreinfluenced by a clear Telugu identity. Unlike martier
English teachers in India (and several of the participant teachers in this study) he showed
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little interest in English literaturéo him,the languag&as a functional tool that he used and

taught for communicative purposes only.

Because very littiteachefed instruction was observed in his lessons, it was difficult
to assess the extent of his formal subject knowledge (e.g., explicit knowledge of grammar or
lexis), althoughn one formal grammar lesso®ls.32) hedemonstrated clear awareness,
notonly of the complex question formation rules of English, but also of how to make these
rules transparent to his learners through carefully scaffolded transformation tasks, and
provide appropriate practice opportunitiesvidence of a well developed PCiKthis area.
The majority of &éinputd that he provided f
(see above) and his ongoing observational feedback to the whole class, as in the following
example, indicating greater interest in developing hisleasn® cr eat i vity and

(higher order thinking skills)¥ather than their explicit knowledge about the language:

EXTRACT19: Vinay /Obs. 15/35:45

T: ( addressing whole class) So, just | noticed one thing. So

when you write the conversation, so there must be questions from

the two sides. But what happened here, no ? (rising intonation,

indicating the latest conversation) Always boy or the girl is

asking questions, and the snake is replying. So you can include

some questions from t he snakeds point of view, al
also going to ask some questions about the boy. So why do human

beings kill the snakes? So this is the question from the snake.

So ités a mix of both. The questions fro
and the questions from t he snake as well. So you can add those

things also in your conversation again. (turns to boys who

presented) Good! (claps)

6.9. Reflection

Despite the fact that his planning cycles rarely involved identifying aims for specific lessons,
during postlesson inteviews Vinay was nonetheless able to identify and reflect upon
specific, often processual aims for each legsonsistent with his approagtgt times

statingdifferentiated aims for female and male students:

JA: So what were your aims or intentionsfoo day 6 s | esson?

Todaydés | esson was di féeBenfofothehgibb
task is to refeto the newspaper and to identify the news items, so that they can
extract the four discourses from the(faL12/00:40)
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JA: So what are youeflections on the lesson today? How do you feel it went?

ltos fine, but stil]l I have to find the
the classroom activities, and different strategies to motivate them better. Still | am
struggling there. (R12/03:00)

While selfcriticality was fairly rare during PLIs, he did reveal a perceived personal
weakness on several occasi@se 6.4.1)that of his difficulty in remembering individual
|l earnersd names, and, by e xinterests.Wbem]|askech ei r
him during PLIs to reflect on the learning of an individual, he often either picked a strong
learner who had presented (RLPLI2, PLI4) or a group, such éhe boys (PLI6). In PLI7
he selected a weaker learner in his new grade 7 class and reflected more critically on his lack

of engagement:

JA: How much is he understanding and learning in these lessons, do you think?

Maybe | donét think so, because that sh
notebook and without pencil, heds not a
put more concentration on that boy. (PLI7/08:20)

As noted abovefseemedthatVeny 6 s f ocus was mtherthear i | y |
oriented around more specific objectivéhis was consistent with his focus on the natural,
implicit process of language learning, within which his aim is primarily to provide the
exposure and opportunitgif use. His own awareness of SLA theory had likely provided
stimulus for this approadhKrashen and Prabhu were two names he mentioned with whose
theories his practice was broadly consistent. However, it seems that he had developed his
approach in relate isolation, finding the need almost always to adapt practices to his
context through his ability to engage in i
this term on one occasion, implyiageflective practice process involvitrgal-anderror

experimentation:

éan effective teacher €é should continue
in the classroom. There is no need to take the feedback from others. You can
experiment. €é So this kind of inteanspec
effective teacher, even alon&T{/30:45)

JA: €& What does it mean to introspect vy

Checking yourself. Suppose, in the initial stage of my career, | used to tell
everything, and | write some charts on the board and posters throughdasthand
asked the students to read. So after doing such hard work, | realised they are not
interested, they are not learning anything, so this is a kind of introspection. Then |
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have to think of alternatives, so what else can | do, because this @mptgwork.
So then | find an alternative, and this is how we improve, by checking ourselves.
(ETI/31:37)

This Achecking ourselveso is consistent
reflection (1933, p. 107) , cticmnedearehlItsMvasalao nay o
consistent with a comment he made during an animated discussion one day with a colleague
who had | amented the fact that his student
To this Vinay r eplniged wel fh atvhee t oa rfd nmdo tf alud &
(field notes, p. 25)

6.10.Professionalism

Vinay held firm beliefs that were noticeably different from those of his local colleagues, who
almost all taught much more transmissivislgn he diqNPTOs 4 8). He confimed that he

had never once undergone senior observation (e.g., by a line manager or head teacher;

ETI/ 25: 20), further evidence of his isolati
cont i nuo uEFI/3T:®)eandris intéres(in EdTech, he niaiimed contact with like

mi nded teachers through soci al medi a and

be critical to his own development:

Generally | use a lot social media, regularly Facebook. So that made me connect with
a wider audiencethmg hout I ndi a, even out of I ndi
number of articles based around and related to language teaching, and those things
sometimes | will try in the classrooms, | will experiment. And sometimes there are
opportunities like attendingebinars and conferencés s o al |l t hese th
because of the networking that happens through social mEdi#29:40)

Ever since the early experiences that seemed to solidify his identity as an English
language teacher educateeé¢ 6.1.%, he las continued to engage in CPD, primarily through
onlinenetworkand conf erence visits. As wel/l as h
totwentyf i ve onl i ne c our kHasld2:18)ehe haa phartidpatedpnl e t e d
British Council initiativeson action researclone publishedand also collaborated on a
project successfully with a teacher in th8A. He maintains his own website (where he

shares numerous resources), and regularly presents at regional and national conferences on

142



teaching. | bumed into him at two such eventsTelanganaboth of which he was involved

in as a fAresource persono (i .e., trainer).

When asked about his persmoal vaoti onat iami
recognitiono as key flacoteorusp. tWhihlies Heathhaed
becoming a doctor early in life, the fact that he had persevered, and succeeded made him
secure in his identity as an English teacher and teacher educator, it seems, partly because of

this recognition:

Because of dag all these things | was recognised everywhere, even in the district,
even in the state. State authorities also invited me to prepare training modules, giving
digital lessons. (LHIb/01:20)

6.11.0Observer reflexivity

6.11.1.Reactivity to my presence

On the first day bmy visit to his school, Vinay confided that he wanted me to observe all
his lessons (field notes, p. 39), evidence, not only that he had nothing to hide, but also that he
viewed me as a resource for his own CPD as much as for his learners. ptatwasirly

eagertoreceive f eedbacko from me on his teaching

During the 32 observations and 10 interviews conducted, | noticed no change in
Vinayds behaviour and views, even in areas
impaded by the observer effect (e.g., degree of planning, use of resources). When asked
aboutthis impact he felt that the only significant difference was a slight increase in his use
of English (estimating approximately 10%), something he revealed thaahnets had also
observed: ASir is speaking more Englisho (
honesty and desire for feedback all pointed towards a comparatively low impact of the

observer effect on his practice.

6.11.2.Personal critical reflectionssn aspects of Vinayos

A number of contextual f adasedragproachppbssiy i nay 6
his lessonsvhen | suspect it would have been more difficult for other participant teachers,

and others across India. Firstly, the refatautonomy and authority that he commanded in
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his fairly remote rural school meant that few, including his head teacher, deemed it
appropriate to challenge his approach. Secondly, with comparatively small classes and
plenty of space both inside and ougsid the school grounds (note the use of spaces under
trees, and the frequently free computer room), there was room for groups to sit and work
together, and presentations to take place. Finally, the fact that the Telangana State Secondary
English Curriculun is more progressive than others in India, both through the focus on
fidiscoursed (showing some features consistent with #eaxsed language teaching; Feez,

1998), and the use of textbooks that, especially for Enrglistium learners, are somewhat
easierthan those promoted in other boards (e.g., Maharashtra), makes independent reading a
little easier, if still challenging, for his learners. Thus, his approbezdrly achieved

appropriate outcomesisomuch as it facilitated both extensive learning andebuerage
achievement in board exams fehat werehighly disadvantaged learners.

Nonetheless, | developed critical concerns in three areas during the observation period,
which we discussed in our final interview, after completing data collection. These include
the possibility that his less able learners (particularlyribeechallengé male learners in
grades 9 and 10) may require more direct suppevien in basic literacy for sevedathan
his processual approach was providing. As a result, they often did not work very well
together in groups, frequently copied from the strongest gramber, and were often
disruptive; challenges that Vinay alaoknowledgedPLI1, PLI2). It was notable thaivhen
completing the rank order tadgkring the learner focus group interviews; nay 6s | ear
rankedi i ncl udes p ailoweramageaggthan theleamerskaiherparticipant
teachera mong t he t en qu al.Thismayseflertftheiaconegndborod t e a
at least expectation @fmore direct instruction, at least at the start of the academic year,

whensomeof them were newot his approach.

A second concern was the rather exposed fashion in which learners received critical
feedback from him during presentatigsseextract17). While this feedbackvasalways
combinedwith praise and may have served to push his highkreving learnerssome
seemed to be somewhat despondent after presentations, which may have impacted negatively
on their seHesteem. Further, as they were presenting at such times, they were rarely able to
take anything more than cursory notes in responsks teddback, relying primarily on

memory to make corrections.
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The final area was Vinayodos | ack of awar
linked to his own admitted personal challenge of remembering their names. This limited his
knowledge of vat kind of feedback may be appropriate for individuals, and restricted his
awareness of personal progress and learning preferences. However, the festxtpetssed
clear awareness of the first and last of these issues (less so the second conaeel) prov
further evidence that his continuing #fAintr

areas of perceived weaknédsa key elemenih the making of his expertise.

6.11.3.Responden validation
After reading the above case descriptidmay was, in general, very happy with

Completed firs{thumbs up emoji, bunch of flowers enjagading Really
wonderful experiene Will read again criticallyThank you for providing the details
of my own teaching. Well organise®VA/05.10.20)

He provided more detailed feedbabkougha longerinterview, where he again reaffirmed

this opinion, noting fAit gives me great 1in
pedagogy and(RWebW5) When vaskedkf shére were any artzet were
Aunderrepresentedo in my account, he felt
more focus:

So the teacherds classroom instructions

that is not much highlightedR{/05:15)

As a result of this, &addedfurther discussion of this 6.7 aboveandadditionalextracts in
6.3.3and 6.7.4

| also asked him if he felt my critical concerns were fair. He felt they were, and discussed

further his approach and what he had learnt freatdling the case description:

JA: Was my writing about how you give feedback, was that fair, was that accurate?

Yeah, thatoés fine. Because actually wha
|l 6m giving feedback, buttheyhabeswriten, ikihend of
process | reconstruct the sentences and | rephrase the segtentes have neve
realised that i1t is aRKDIMDN) of feedback
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Chapter 7. Case description 2: Dipika

7.1. Context

7.1.1.School context

Dipika works in a mediunrsized (c. 850 studentgjovernmendaided Hindi-medium
secondary school on the edge of a | arge sl
majority of her learners come from socially disadvantaged families (31% SC/ST; 33%

OBC), often recent migrants to the city. Their parents work maintjeasers, labourers and
rickshaw drivers, often with n@r rudimentaryliteracy. Problems such as unemployment,
alcoholism and Abroken f amiHTl, eeadingéhate ¢ o0 mmo
behaviour management is a significant challenge for teadhevgever, the most obvious
challenge at the school is overcrowding, compounded by ongoing construction work in close
proximity to the active classrooms at the time of my visit (see FitR)re€Class sizes the

lessons | observed averagedsbzdents

Figure 18

Students pack into a tiny courtyard for morning assembly
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Despite these significant challenges, the school achieves good exam results, likely due

to a combination of strict, almost militatike discipline (of both students and teachers) and
a vel strong emphasis on exam success, requiring secondary teachers to focus
predominantly on exam practice in class, using both the official state board textbook and
examoriented workbooks that students are told to buy, presenting another challenge for
Dipika:

In our institution they tell us to use the workbook because itisd4xans e d & t h

are not worried about what a child learns, they want results from the teacher. Even if

the child is very good in reading English or writing English and he is not gcorin

good marks, then he is of no use to the
the examination pattern, which is easier in a workbook. (PLI3/05:00)

Like all teachers at her school, Dipika is thus under great pressure to maintain exam
success (one telaer was dismissed for poor performance during my visit). However, Dipika
al so recognises the i mportance of these ex

to safeguard their prospects:

There are students who cuoghsk wdaenotgoingnd s
to pursue it any further, that | am going to be a vendor. What is the use of learning
English? So then | have to make them understand that, see this is an essential subject
€ even i f you want t o b e ctlostaedard, sowlkeasa or |,
for the sake of just passing this exam,
going to help you in the futureET1/11:30)

During focus group interviews, | earners
exam prepeation,rankingfiHelps us to prepare for exads the second of ten qualities of a
figood teachéron average

7.1.2.Personal background

Dipika was raised in a loweniddle class Hindu family, and sent to a private, English
medium Christian convent school o twish of her mother, despite the significant financial
challenges this caused the family. The curriculum at the school was broad, including
physical education, gardening, cooking, care for the elderly, and even elocution alongside
core subjects, a far ciyom her current context. She clearly held fond memories of those
days:
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It was my golden age for me, as well as my school mates also. We are all in contact
and we always talk about our school days. So it was a totalgfdabe-world
experience studyinm [school name]. (LHIa/04:35)

Upon graduation she was unsure of which career to choose, so she continued studying
towards a qualification in accounting at evening school, funding this through private tutoring
and teaching in Englismediumprivate schools and colleges, which she enjoyed, although
she was not yet serious about teaching (LHIa/43:20). After agreeing to an arranged marriage,
she stopped working, although soon found h
gooutofthc(houseodo (LHI a/52:30), so she compl et e
identity as a teacher was starting to crystallise:

JA: At that point did you see yourself as a teacher, or did you see it as a way to get
away from a situation at home thatyouwe®t very happy with?

Both. | am that kind of a person who cannot play with the future of students. | enjoy
earning money, | have fun with my career, but at the end of the day | know that |
have to deliver goods for the bread | am earning, so now | bex&ihserious about

it. (LHIa/1:01:30)

In 1993, she secured her current post, where she has worked ever since. Of the many
challenges she faces at the school, Dipika recalls having to learn to teach English in Hindi,
after being educated herself in Englasid having taught only in Englishedium

institutions:

Why was [this new job] difficult? Because | did not know how to teach English in

Hi ndi . I didndét know Hindi terms for En
called Mrs [A], sheusedtohelpméaot ¢é And she taught me
teaching é Before this all [my] teachin

She recalls that she was a fairly typical teacher back then, accepting the use of corporal
punishmenf{widespread at the timéutalsoquet i oni ng such practice
better to be a friend than to be a dictato
her professional development through numerous training workshops and courses, and then
completing her MA in 2012, Dika began to work in a teacher educator role, mainly on top
down, statewide initiatives (se&.10. It was around this time that she finally began to see
herself as a teacher, although it is notable that she feels little affinity to the subject of

English even today:
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JA: Would you say that you love teaching in general, or that you love teaching
English? Which is your passion: Is it the subject or is it the job of teacher?

It is the job of a teacher. I camof t each
English | anguage, you know? You can ask
know that | can teach anything very well. (LHIb/36:25)

7.2. Key beliefs

7.2.1.Engagement leads to understanding

Perhaps the most noticeabl acoovictioDintha kads be
importance of engaging her learners at all tini€d,(PLI1, PLI6), with a particular interest

in the more disaffected members of her classes:

| reflect a lot on how the class reacts to my teaching, especially the children who are
not interested in learning. | reflect a lot on them, and try to change my teaching
according to them. | feel that if | am able to teach a child who is not interested in

|l earning | have achieved something é& |f
that he ha a good teacher. It is his willpower which will make him learn. But a child
who is not interested in learning needs a good teacher to show him what is the
importance of learning. (LHIa/38:42)

It is this engagement that she believes ensures that distar@addisruption is

minimised, but more importantly for her, it is this engagement that leads to learning:

If I can understand what they like, what they are interested in and then take them
towards the topic, then learning star&sT/01:30)

Closely alled to this is a belief in prioritising learner understanding of lesson content
across the class to keep learners engdgé€t).(For this reason, she is often willing to
sacrifice use of English in class, and teaches all but the highest performing class
predominantly in Hindi (PLIZETI).

7.22Li nking |l earning to studentso | iv

Dipika often espouses a constructivist view of education, in which she describes
building on prior knowledge and familiar examples, and personalising lesson content as

central to generating the required engagement:
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Children are not blank slates. Theralways something there in their minds when
they come to your school. They already know many things, and you just have to pick
up on that and start teachin&T{/28:50)

7.2.3.Moral guidance

Dipika sees it as an important part of her teaching to provide modaré to her learners
(PLIL, PLI2, LHI, ETI), and even be a role model for theBT(), sometimes referencing

moral learning among her lesson aims:

| wanted them to take home the key point that handicapped is different from being
disabled (PL12/01:00)

Her bdief in providing such guidance to her learners is, nonethgtegsomantic or

idealistic She also provideohore practical advice for life:

| 6m not Mahatma Gandhi, and | dondét wan
human bei ng, sthatybu skoalshndticheat erlydu shoutdenan lie. |

also teach them how to lie, when to lie and when to cheat, and that is wrong

( | au g h sgam, daam,aand, bhehtice, pay off, punish, blackmail].

(ETI/1:00:20)

7.2.4.Building self-esteem

She also mentioned on a number of occasions the importance of building their confidence to

achieve their ambitions, and make use of what they have learnths@oHI, ETI, PLI2):

For me the most important thing is that a child should gain confidenceatever he

is doing, whether it is language, or whether it is his life. When a child goes out of my
class, he should not only remember the
remember how | want his future to be shaped, how | want him to be sucoesséul
world. I think | want that as a larger aim in my teachiigr1(10:10)

7.3. Key features

7.3.1.Teaching English in Hindi

Dipika essentially teaches English as a written language, using Hindi as the medium of
instruction. Given that the exam involves only tskills (reading and writing and focuses

as much on aspects of English literature @®kn texdcontent as on English language
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skills, such an approach is not as counterintuitive as it may seem to an outside observer, and

is comparable to howlassis have been taught in European schools for centuaieshow

English is taught in some countries today (see, e.g., Smith & Imura,. 2004

government textbooks, student notes and boardwork are all in English (workbooks were

notably bilingual), the majdy of her spoken interaction was in a translingual Hindi, infused

with Englishphrases and lexisvhich constituted on average 28% of her languaging

resources duringbserved lessons

7.3.2.Prioritising engagement

Di pi kads abil

they responded to her input and elicitation appropria@bs(6, 11, 13, 22, 28, 32). She
made frequent use buimour, personal stories and moral advice to maintain student
engagement throughout the less@b$.6, 11, 13,19, 22, 28, 32). While the government

Ity

t o evidemtglariggeobservagonswOitehirieg c | as s

whole-class teachingyhen | scanned th@om almost all had their gaze focused on her, and

textbook texts were often rather irrelevant to Indian teenagers, Dipika tried to build interest

inthemandsuati n it by

following example, she checks prior knowledge and builds interest towards a text on
Aurantetestirgg f

Stephen Hawking,

hojaegaé 6 t o bui l d

dr awi

tur ni

ant i

ng | inks to

ng their

cipati on:

earners

EXTRACT 20: Dipika

/Obs. 11/13:00

T: Doctor Stephen Hawking.
Kiski unka naam pahle sunna

TV

hai? Ya inko TV par pahle dekha
hai? Kisi ne sunna hai?

S1: Nabhi.

T: Nahi? Kisi ne dekha hai

par unko?

SS: Nabhi.

T: Kisi ko unke bare me kuch
malum hai?  (silence) Kisi ko

nahin malum hai? Chalo tab to.
Aur interesting
diya pata chale. Agar aap kuch
pata rahata to boring
hai. Aur nahin pata rahata to
accha lagata hai!

ho jaega. Nahin

ho jaata

T: Doctor Stephen Hawking.
Who has hear d of his name
before? Or seen him on
before? Anyone heard of him?

S1: No.
T: No? Anyone seen him on
SS: No.

T: Does anyone know anything
about him?  (silence) Nobody
knows anything? Come on then.

It will be more interesting
Nothing is known. If you
something, it becomes
And i f you
much, then it feels good!

TV

boring
dondt

TV?

know

Ikn
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During one lessordbs.28) she kept a class amused as she summarised a story about a
mischievous child from the textbook in her own words, punctuating it with relatsdmnal
anecdotes from her own childhood that prompted much laughter (see Fjyuteseems to
have been a rare example of something she had referred to in one interview, when she said

t hat she doesnot f eel fiin the mood to teac

| feel like the studets also are getting bored with me continuously teaching them
something. So | have fun with the children. | give them activities, | ask them to tell
stories. | tell stories €& And | make th

Figure 19

Learnersenjoyindi pi kadés ane6GrdlOt es (Obs. 28

7.3.3.Building confidence and esteem

Di pi ka regularly conducted activities in W
(Obs.6,11,121516) i n what both teachers and | ear
subj ET¢/t06 :(50), including the use of scaffol

it; ETI/08:05), frequent, but not gratuitous, prai®$.7, 10,11, 13,16, 19, 22, 25), making
them fAat ease BM/07:85), hommatihgastadgntspugmesly badsed on her
perception of who might be able to answer successfully (PLI5), and highlighting
achievement when they had completed a difficult activity, even if this was with extensive
help from her and they themselves doubted that they could sugldédPLI2):
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I never tell this that you will never pass in the exam, or the paper is going to be
di fficult, you wonét be able to do it.
easy, and | have to keep them motivated for it, thatymscan do it(PL11/19:45)

Confidencebuilding and motivating strategies were notidesjuentlyin class:

EXTRACT 21: Dipika  /Obs. 15/04:00

T: Yah drill ham log kyon T: Why are we doing this drill 2
karte? Kyoki isme hamko full Because we need  full marks on
marks chahie, thik hai? it (in the exam) , alright?

T: (04:25) Second vale me, T: (04:25) As for the second
copy karnaisme  koi dimaag one, copying it is a piece of

nahi lagta hai ! cake !

In her grade 9 class, after eliciting a range of origsirailes from the students (e.qg.,

faster than a rockehip), she noted:

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

T: Aise zaruri nahi hai ki T. Therebds 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.

7.3.4.Whole class interactive teaching

Whil e Dipi kads t eac hindepgndenactivily wodkettte mose gul ar
common interaction patterninhere s son constituted what is
i nteractive teachi ngadp. 36)eThigwas teaCrdathipteractioh, et
involving frequent questioning (both lower and higher order), elicitation of ideas and
suggestions, and relgw scaffolding, while attempting to ke&garnersengaged by building
curiosity, drawing upon accessible metaphors, and frequently linking contéetrprior
knowledge and experience. It was frequently followedhldgpendent learnerctivities
(someimes collaborative) in ways that mirrored the process of Direct Instruction (see, e.g.,
Hattie, 2009pp. 204 206).
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7.4. Interpersonal practice

7.4.1.Relationships

Di pi kaods swithlhea learners @erdchanacterised by trust, respect and
understanding, eveior the more disruptive members of her classes. She never blamed such
learners for their behaviour (LHPLI2), rather she showed sympathy and understanding of
their challengesHTI, PLI5):

| try to understand them as human beings, not as my learnerso uingerstand their
parents. Why they behave in such a peculiar manner? Why do they indulge in such
things, like drinking or beating their children? Or beating their mothers in front of
their children, and what effect it has on their children. | tatkémm about all these
things. ET1/59:50)

She was aware that her role as a teacher sometimes needed to extend beyond the

classroom, particularly her pastoral obligations:

I f [a child] asks me, 6Mabam, please t a
point that | take that point to their parent&TI/1:01:20)

Praise was frequent during lessons, sometimes includingappt&ause ©@bs.7, 10,11,
13,16,19, 22, 25), and carefully differentiated (PLI3), including praise for less able learners
who showed the courage to answer (€ips.13, 18). Correction was frequent and clear, yet
usually sensitive@bs.11, 13, 15, 18, 20, 24, 26, 34) andoccurredess ofterduring whole

classteaching when she more often adopted the ro

I f | say no, no, your answer i s wrong,
even try speaking in the class, so | have to listen to whatever is said by the students
€ t hrew that the teacher is ready to listen to me, whatever | speak, she is going
to listen to me. (PLI4/14:32)

7.4.2.Behaviour management

Dipika exhibited effective behaviour management throughout the observation period (e.g.,
Obs.13, 16,19, 22, 25, 26, 27, 28, 32, 34)0 particularly important in a school where classes
were large and disruptive learners were often influential (BL&yuality for which she was
admired by colleagues. She did this primarily through engagement, but also through her

classroom presence: a pownoice that she used to silence classes within seconds upon

154



arrival (Obs.16, 25, 28, 32), her willingness to move potentially disruptive learners before

beginning a clasbs.32), and perceptive observation that could spot learners who were

not concentting among 5060 who were, without interrupting the flow of a lessOi$.

13, 26):

EXTRACT 23: Dipika  /Obs. 26/15:15

T: Sabse pahle kabhee bhee ham
paragraph  writing karte hain.
(T. spots several learners

distracted by a disturbance in

the corridor) Jo log baahar dekh
le vah baahar jaakar khade ho

sakte hain. Koee bhee topic ke
baare mein likhte hai, to uske

baare mein apne man se ek, do
sentence likhane aana chaahie
apane ko.

T: First of all, we will do

some paragraph  writing. (T.
spots several learners

distracted by a disturbance in

the corridor) Those of you who
are looking outside, can go

and stand out there. Whatever

topic  you are writing about,

you should be able to write
oneortwo  sentences from your
mind about it.

Hertypically brisk pace encouraged learners to remain studious throughout lessons.

She often used quiet reminders or humour when disruptive learners began to steer off

course (e.g0bs.22, 28), but wasareful to maintain respect at such moments. On one

occasion ©bs.22), she nominated alearrstre lated e s cr i bed as fivery n:

mi schievouso (PLI 5)

to give an answer. He

reference to alcohol in his ense, but she continued to interact with interest. Afterwards

she explained:

| think it is better that a child understands that without getting into a discussion, or
without getting into some verbal spat, that a teacher can understand me, and not
demotivate me or insult me in front of the class. He knew that | understood what he

was saying, and

She reveal ed the

chronically il1,

nominated him at that point:

Somet i mes | t hi

t6s OK with me.

extent of her

(PLI 5/ 1

knowl edg ¢

and, as a resul t, fihe has

it i's better i f he i s

Every day whenever he is there in my class, after one or two days | make it a point to
ask him some answers and talk to him. (PLI15/19:30)

However, as well as such momeatsareful sensitivity, she was also willing to

reprimand learners when they overstepped boundaries of acceptable behaviour (e.g., making

disruptors stand until they answered a questirs.20, 34).
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7.5. Languaging practice

751.Teacher 6s

| anguaging

practice

Dipika taught English mainly in Hindi (m 72% of total resources), primarily due to the

pressure to achieve results in a writtem | y

know t hat [

exam: nilf I ha& el t o t

w o n BT1/20:80). blalavergbeliefe s thel impenedf (

moral instruction and the development of thinking skills first were also influential here:

Whenever I 6 m
doitinHindié because

not

satisfied with
think that

t he way
orongele t hey

they will be able to express it in English. (PL12/08:00)

Her use of Hindi was translingual, often infused with English content language from
texts Obs.13,19) or English metalanguage for analy$i#§.9, 22, 25, 28, 31, 32), as in the

following review of letter types:

EXTRACT 24: Dipika  /Obs. 28/29:50

T: Abham letter likhte, class
me. Kitne tarah ke letter

likhte?

SS: Do.

T: Do. Kaunse hota hai?
SS: Formal aur informal.

T: Formal aur informal. Dono
ki language ek jaisi hoti hai
kya?

SS: Nahi.

T: Nabhi hoti. Formal
request, kindly words use
karte, hai na? To ham ko thora

sa difficult lagta hai na?
Kyon lagte? Kyoki hamare
rozmara ki bhasha nahi hai,

hai na?  Oblige word ata hai,
regards ata hai, thik hai.
Consentword  ata hai.

me ham

T: Now we wr ite the letter ,in
class . How many types of
letter do you write?

SS: Two.

T: Two. Which ones?

SS: Formal and informal.

T: Formal and informal. Do

both have the same language?

SS: No.

T. No they donformal | n
ones we use the words request,
kindly, dondt we? So it
sometimes feels a bit

difficult, doesnot it? W

Because itds not in
everyday language, alright?

There are  words like oblige,
regards,  alright? The word
consent is there.

She only occasionally integrated English into ¢lassroom language or task

instructions, mainly in her more proficient classes, 10B an(s8A extract).
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As well as using Hindi to explain text content, grammar or lexis, she frequently used it
to check understanding of instructio3bs.11), textcontent Obs.11, 13, 19, 28), and
morphosyntax@bs.32).

752Learnersd | anguaging practice

Unlike two colleagues | observédice eachNPTOs 25 28), who both accepted
contributions from | earners only in Englis
andconfidence building led to her teaching beingihdlusive, encouraging learners to

respond however possible, includimgHindi (see extrac29) or Marathi:

See what happens, if children come up with answers, as it is they are very shy. They
dondétowamswer because they dondét want t
to give their answers in any language which they wish. Even if they are ready to say

in Marathi, | am ready to listen. (PL14/14:12)

During whole class instruction, learner contribnavere generally quite limited,
including choral responses in Hindi, English or translingual égs&@ct24). Nonetheless, it
was notable that learners in her strongest classes often responded more in &reglish
when questions were posed in Higeig, Obs.16, 28, 34).

Dipika made regular use of elicited translation, working both from English to Hindi,
most common with lexical items from texts (e.g., century, legal, talkddike.11,13, 28
respectively), and from Hindi to English, including elicitimgnslations of single words,
short phrases and longer, collective brainstorms in whole class interactio®fes.4.8, 22,

24, 26):

EXTRACT 25: Dipika  /Obs. 26/15:40

T: Transport hamare lie bahut T: Transport for us is very
upayogi hai, kaise likhenge? useful, how to write?

Transport is ? (eliciting) Transport is ? (eliciting)

S1: Transport is very S1: Transport is very

S2:u seful for us S2: useful for u S

S3: important us S3: important us

T: Very useful, very T: Very useful, very

important, very helpful, jo important, very helpful, that
apne dimag me ata hai. comes to mind.

On a number of occasions she was al so ol
L1 utterances into English herse®l§s.16, 24, 29).
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Because aural skilswereot t ested in the exam (and t
focus) Dipika and her coll eagues -dnlyd I i tt |
speaking or listening abilityOccasional exceptions incladboth teacheted (Obs.31, 34)
and groupwdk (Obs.1) discussions in English. When learners worked in groups, there was
no expectation that they should speak English and conversations werartdintyi,
interspersed with both English and Marathi resour@és (1, 2,5, 13,15, 16,17, 18, 19, 20,
21,2223 31).

7.6. Curriculum coverage and planning

7.6.1.Curriculum coverage

Schemes of work for ea¢himesterwere created by the larger school management society

for each subject, and these were veryexami ent ed, consi stent wit
focus onexam abievement. Only eight weeks into the academic year, three perals
weretakenupbfiuni t one testso for eight consecut
ambitious curriculum even more challenging for Dipika and her colleagéd} [imiting

their persoml choice to conduct more formative assessment. The tests were also used to

evaluate teacher performance.

Dipika was usually allowed to keep her classes through the grades, and there was
evidence that, despite the limited time available, she was trdiemnigarners in her new
grade 8 class to think for themselv&é.13, 20, PLI3, PLI4), asserting that until they got
to her classes, they were usedy to listening and copyindSTI, PLI1, PLI2), and rarely
able to respond to or ask questions, or to do igeectivities independently:

They are not into the habit of finding the answers because-readg answers have
been given to them tilevenh grade. (PLI13/03:00)

7.6.2.Planning

Unlike all other participant teachers in this study, Dipika was required by n@ol4o hand
i n her Al esson not ebooikeoviadte ntchee osft arhte osfc ht
organisational standards. These notes included a gt®pa2agraph plan for each lesson

and homework (see Figug®) that her teaching usually, but not alwafglowed (discussed
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below).The lesson notesf other teachergbserved were less detailed, most indicating only
lesson topic and page.

While she avoided giving homework during the Unit 1 test period (see FAQure
when she did provide it, it regulgrincluded creative discovery tasks that encouraged
learners to makbriefus e of their parentsd mobile phon
questionsQbs.1, 6, 29, 33, 34). For example, to check the function of a cultural garment
(Obs.6), research &Vorld Heritage site@bs.34), or draw picturesdbs.2), alongside more
standard homework tasks, such as completing writing assignndgs3@, 34) or
workbook exercisegdbs.30) started in class.

Figure 20

Example page from lesson notebook (Obs. 181Gr.

I)All Y NOTES 2fres srsarsess ars faaor
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7.7. Classroom practice

7.7.1.Lesson structure

Di pi ka exhibited high &é6time on task~6 and b
observation perioddbs.7, 8,13, 14, 15, 16, 19, 32), the latter justified due to a need for

students to work fast in exar(BBLI3b/03:45). She was punctual to class, and quick to begin

on arrival Obs.11, 15, 19, 25, 28). She reduced time spent copying from the board
(widespreadn India; Padwad & Dixit, 2018) by giving instructions to only wiktsy
information(Obs.11,15,32)ad moni t ored | ear ner sObs.16,0t et ak
22).

Lessons often began with reviews of prior learni@gg.9, 11, 12,13, 18, 19, 27, 28,
29, 32), and sometimes included recapspay through QObs.11, 13,16, 19, 28, 32) and at
the end©bs.3,6,8,9,13,32) . Thi s included summaries an
students were clear on what had been covered and what was casnwell as brief
formative checks of understandimgl(s.9, 11, 13, 16, 19, 22, 28, 30, 32). The following
example involvea quick midl esson revi ew of latshbe sstnma d se st, 0

from the whole class:

EXTRACT 26: Dipika /Obs. 16/21:20

T: Kya karna tha samjha? Pahle T: Did you understand what to

step me hamne, kya kiya? do? What did we do in the

(points at board) first step ? (points at board)

S1: Nam. S1: The name.

T: Nam likhe. Dusre step me T. We wrote the name. In the

kya kiya? second step what did we do?

SS: Adjective likhe. SS: (Weg wrote the adjective.

T: Adjective likhe. Tisre step T: Wote the adjective. In the

me isko as-as lagaake positive third step, we added as- as,

degree banaya aur isko simile making the positive degree,

kahte hai. Kya kahte isko? and we called this a simile.
What did we call it?

SS: Simile. SS: Simile.

T: Hamne kitne kiye? T: How many (steps) did we do?

SS:Four . / Char. SS: Four. / Four.

T: Char. Baaki ke kaha karna T Four. And the rest, where

hai aapko?  Ghar me. Thik hai? do you have to do it? At home.
Alright?
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7.7.2.Negotiation and improvisation

While it was notcentral to her practice, Dipika dsbmetimesegotiate lesson content
choice or options with her learne@l{s.13, 15, 19, 26, 32). This happened, for example,
after an unexpected timetable change halved the lesson length, causing her to consult the

learners on two possible lesson tof{glse went with their preference)

EXTRACT27: Dipika  /Obs. 19/01:30

T: To yah mujhe batao ki ham T: So tell me if we should

log lesson ke sath  continue continue  with the lesson , or
kare, ki me kuch sentence should | write some  sentences
lesson me se lekhar board par onthe board and explain them.
explain  karu. Kaise karne? What should we do?

S1: Lesson  explain. S1: Lesson explain.

T: Lesson explain karu, ki T: Explain the lesson , or
grammar ke sentence explain explain the grammar in some
karu. Kya? sentences. Which?

(multiple students speak) (multiple students speak)

T: Lesson  kitne log bol raha, T: How many people want the

to? (the majority of students lesson, then ? (the majority of
raise their hands). students raise their hands).

On several occasions, Dipika reflected that she had not taught a lesson as planned
(ETI, PLI1, PLI6), citing varied reasons, including hettial formative assessment of prior
knowledge (e.g©bs.10), herawareness that engagement was warlDigs(28, PLI6), or
that an activity was too challengin@i§s.11):

| had thought that | would take the first activi§trange Truté But t hen | 1
as they candét relate to t livemenifarahtwbrdsn di c
for various disabilities? | would have

better not to waste time on that and went straight into the lesson. (PLI11/05:30)

During herETI she also mentioned that she may abandon an edguidn due to a
di sruption to the | ear niEN/Gg3.00)rOthereantextualn per s
constraints, particularly the climate (noisy rain or stifling heat) would also prompt her to

make such changes (e.9hs.32).

7.7.3.Whole class teaching

The majority of Dipikabés teaching involved
al., 2004). Most commonly, this involved text interpretatiddis.2, 5,7, 11,12, 13, 19, 20,
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28, 29, 34), but also grammar presentations, feedback to exercisdse(seg, and
scaffol-dtbdoagwhbk of exam writing tasks. Du
number of strategies regulatly facilitate learning i ncl udi ng | i nking | ¢
lives, scaffolding, regular checks of the meaning of lowuency lexis, and varied

guestioning and elicitation strategies.

She |inked | earning to studentGb®9l1,25 ves :
11,19, 25,28, 30, 32,34, PLI1, ETI), including choosing a recent school evierttrainstorm
content for an exaple reportQbs.1 5) , el i citing personali sed

grammar analysigdbs.32), and even by drawing analogies between creativity in Indian
dance and creativity in SOmsA%).en Hawkingos

She frequenthgcaffolded cognitive developmentdbs.2, 5, 8,11, 13,16, 20, 22, 24,
26,27,30,33PLI 5), both | earnersdé processing of
sometimegheir creativity and criticality@bs.10, 11,12, 13, 16, 27, 28, PLI6). In one lesson,
she first checked, then built wupon their u
of first physical, then cognitive disabilities. She then challenged them to decide whether
they agreed with an alternative definitonofhanda pped i n the textboo
to take up challengeso) . Most agreed, but

encouraged him to explain:

EXTRACT 28: Dipika  /Obs. 11/7:00

T: Aur kitne nahin bolte hai ? T. And how many donot
(One S raises hand) Kyon nahin s0? (One S raises hand) Why

bolte be ta ? not son?

S1: Ma 6 am, handvalkcnahinp e d SI: Ma 6 a m, handigmtapp e
hota jo sharir ka istemaal kar, the one who cannot make use of

par vah ki dusre ki madad nahin the body, but the one who

kar sakte. cannot help others.

T: Ha, to aap sahi bol rahe. T: Yes, you are right. It

Matlab handicapped vah nahin means handicapped is not the

hota jo sharir ka istemaal nahin one that cannot use the body.

kar sakta hai. Handicapped vah Handicapped is the one who

to jo doosaron kee m adad nahin cannot help others. It means,

kar sakata. Matlab sab kuch hone after al I, one who cannot make

ke baad bhi, apne dimaag ka use of their mind for good

acche kamon ke lie prayog nahin work.  Very good. You have

kar sakta . Very good. Bara accha given a very good example.

example diya. (she and students ( she and students applaud )
applaud )
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She recalled this boyds fAndeep thinkingo
interview (PLI1a/1:10).

Dipika was also careful to ensure low frequency lexical items were clarified,
particularly during text interpretatio®ps.9, 10,11, 13,19, 22, 28). She ged a range of
means to do this, including use of textbook glossary definitions, translating herself, eliciting
translations from learners, and the use of synonyms and antonyms. Such lexical items were

also frequently recycled later in the same lesson, @lts.11, 13, 19, 28).

Di pi kads varied questioning was perhaps
teachers observed in comparable contexts, who tended to ask closed questiddBTDs/ (
25i 28). Dipika asked both open and closed questiohs.(12, 13, 19, 22, 34), regularly
checking understanding of text conte@bg.9, 13, 19, 28, 34), taught concepts and
instructions Obs.2, 7, 11, 32). Her questions focused on both lowaard higherorder
thinking skills ©bs.9,10,11, 12,13, 19, 22, 26, 28), andallowed opportunities for
personalisation@bs.28, 32, 33), prediction ©bs.11, 13) and checking of background
schemata@bs.11, 19, 28, 34). Table 13provides a illustrativesample ofjuestion types

asked during one text interpretation les0bg.13) at Gade 8 (a story about a builder).
Table 13

Variety of question types asked by Dipika in one lesson (Obs. 13, Gr. 8)

Reviewing prior Kya padha lesson me? Koi What did we study in the
learning: thore do, teen line me (last) lesson ? Who can
g bata sakta mujhe? tell me one or two lines ?
Noticing: Naati - pote ke lie, kaunsa What word did he use for
shabd use kiya gya? grandchildren?
Building schemata: Matlab design kaun banata So who would have
tha? designed the house?
Building 6Verb 6 matlab kya hota Sowhatdoes  Overb 6 mean?
i?
metalanguage: hai?
Describing: Kaisa kaam kiya usne? How did he do his work?
Negotiating: Padhana chalu karne, ki Shall we read that again,
continue  karna? or continue ?
Text To abhi mason ne kya So what did the mason
. ' i i? ' ?
comprehension: decide kiya hai” decide to do~
Checking Kya chiz ko underline So which things are we
. . ? i ' ?
instructions: karenge* going to underline 7
Empathising: Ab voh mason ko kaise So how will the mason be
laga hoga? feeling?
Speculating: To usko kya hua hoga? So what would have

happened to him?
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Reflecting on Isilie hamko is paath se So what have we learnt in
learning: kya sikh milte hai? this lesson?

Her questioning challenged learners across the ability speabm7, 10, 13, 15, 22,
23, 30), sometimes bypassing the dominant hasers QObs.13, 15, 19, 31), both to check
understanding and &nsure learners remained attentive. She built the confidence of weaker
learners purposefully (PLI5), as in the following example, from a lesson on similes in which

she both elicited appropriate answers in Hindi, and scaffolded these to English sensitively:

EXTRACT29: Dipika  /Obs. 16/18:20

T: Ab dinosaur ki visheshta, T: Now, the characteristics of
yaha se koi bataega, pahle tin dinosaurs, from here someone will
isme se.  (points at three tell, first from these three
desks who have been quiet) (rows). (points at three d esks who
Dinosaur ke bare me dekho . Big have been quiet) About dinosaur,
as a dinosaur, batao, aur see. Big as a dinosaur, tell me,
dinosaur  kya hota hai? Kya and what else? What are its
visheshta usme? (to other SS characteristics? (to other SS who
who want to answer) Please! want to answer) Please! Someone
Yahteen line mesebatao . from these three rows tell me
(silence) Batana uski (silence) Tell me an adjective.
visheshan batao . ( silence ) (silence) Speak in Hindi . From
Hindi me bolo. Yah teen line these three lines, tell us a
me se dinosaur ke visheshtaen characteristic of dinosaurs, in
batao, Hindi me . Hindi.
S1: (standing) Danger rahta. S1: (standing) It makes  danger.
T: Danger rahta na, to kya T: Itmakes danger, so how to say
bolo English me? in English?
S1: Dangerous. S1: Dangerous.
T: Dangerous. Adjective, kya T: Dangerous. What adjective goes
ho jaega? there?
SS: Dangerous. SS: Dangerous.
T: Very good. Baitho . (motions T: Very good. Sit down. (motions
for S1 to sit down). for S1 to sit down).

On occasi on, her elicitation also i1 ncl u

which she raised her intonation towards the end of sentences and paused for learners to

complete Obs.11, 13,18, 19, 28), for exampleto check background knowledge:

EXTRACT 30: Dipika /Obs. 19/17:10

T: US ka full form USA. United T: Full form of USis USA.
States of é? Uni ted States of é?
T & SS: America. T & SS: America.

T: To America jo mahadvep hai . T: So America isa continent.
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Other interesting aspects to her whole class teaching include her highly structured
approach to teaching exam writing skilBl(s.21, 22, 25, 26, 27), in which she led students

through example answers, eliciting and boarding possible sentences:

EXTRACT 31: Dipika  /Obs. 26/16:50

T: Abhee pahla sentence batao T: Now tell me the first

mujhe, kya likha tha aapane? sentence,  what did you write?
Kya socha likhane ka pahala? What did you think of wr iting
(T goes to board) Kaun first? (T goes to board) Who
bataenge? will tell me?

SS (most): There are three SS (most): There are three

different types of transport. different types of transport.

T: There are? T: There are?

SS: different types / modes of SS: different types / modes of
transport. transport

T: There are modes of T: There are modes of
transport. Aur uske baad kya transport. And after that what
socha tha likhe? Kaun bataega? did you think to write? Who
Transport is? will tell? Transport is?

SS: Very useful for us. SS: Very useful for us.

T: (T writes this) | s very T: (T writes this) | s very
SS: useful for us. SS: useful for us.

T: Ab koee isake aage, jin T: Now next to this, anyone

logon ko likhane aata hai, vah who comes to write, they can

aur apana add kar sakte hai. add more.

This was sometimes followed by pesrmported writing work, in which learners
worked on individual texts, yet were encouraged to discuss together, or check what their
partner had written (e.gQbs.22).

A number of technical skills were also importaninedsts in her whole class teaching,
including her impressive voice projection and her fast, yet clear anergealhised
boardwork (e.g.©Qbs.13, 30, 32).

7.7.4.Activities

Whil e whole class interactive teaching was
patten, she also provided activity work to her students in the majority of lessons. These

were most commonly exam tasks, often from the supplementary workliob&s<!(6, 8, 15,
16,17,18, 21, 22,23, 24, 25, 26,27, 31, 33), but also textbook activitie®©bs.2, 3,5, 9, 14,

19, 20, 29), improvised tasks and occasional gan@dss(6, 10, 12, 13, 30, 31) and the use of

her own exam practice workshee®b§.15, 18, 23, 24). Activity types included text writing,
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reading comprehensiom.@.,true/false), exercise completion and sengetinansformations.

In some lessons, these would follow wholass teaching episodes; other lessons involved
mainly practice activities through a differentiated, briskly paced, almost conbeitor

approach, particularly in her higher achieving clas&#s.@8, 16, 17, 31, 33). After setting

them off working on an activity, she would monitor seatwork. As she noticed faster learners
finishing, shedd return to the front to el
to keep the stronger learners pushile still leaving the answers of previous exercises

available for those who were working more slowly.

Dipika made use of both individual and collaborative learning when students were
working on activities. Most often, students worked on activitidsszidually, which she
justified due to their need to work individually during exams (PLI3b/01:15), but also
mentioning that collaborative learning is frowned upon by both the management and other
teachers, due to the noise it generated and the percdmtandften led to disruptive
behaviour (Fl/fieldnotes, p. 158jlowever she also includedkgularpairwork and
groupwork activities, both formally (when she encouraged collaboration) and informally
Awhen they can just ask (Rli8bi0e:slnkormalgairlbre | p t h
groupwork was observed in 8 of 34 lessons observed, and informal in a &veearThe
most commonly used interaction pattern for collaborative learning was small, discrete desk
groups where students who slihaedesk worke together on an activity. Collaborative
learning was more common in her higlaehieving grade 10 class, and less common in her
lower grade classes, where she perceived the need to ease them gently into groupwork, to

ensure peer support was productive:

See, ineighthstandard, if they work in a group, one out of three on the desk knows
how to do it, so he or she wil!/ hel p th
the answer himself is not clear how he has found the answer, he cannot or she cannot
explain it to themé  Bnynthstandard it is a bit different because by practice they

have come to know how to link the answers, and two from a table can do it, so it
becomes easieoffthe third one to try and understand if he watches both of them
doing the same thing é because they are

This provision of peer support was her primary justification for using collaborative
learning, particularly n | arge ¢l asses, where she obser

and every individual because the cl asses a
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7.7.5.Monitoring

During activity work, Dipika performed a number of active monitoring roles thahcied

during her espused theories interviee[1/16:30: controller and organiser, checking that
learners were working on task and appropriatélgg.13, 15, 22); tutor, providing

individual support to learners and grou@§.13, 15, 22, 23); observer and assessObé.

1516, when she noticed Awhere ideas are com
accordingly(ETI/17:35) Most obvious of these roles was tutoring, when she would offer

mediationand correction@bs.13, 15, 22),includingelicitedself and peeicorrection:

EXTRACT 32: Dipika /Obs. 15/10:30

T.( 1l ooks at S16s not T:(looks at S16s ,notebo

spots a mistake, points at it spots a mistake , points at it

and reads an exclamatory and reads an exclamatory

statement from the question statement from the question

paper) O6What a wond paper) &éWhat a wonderf
(emphasising 6aé6, t (emphasising 6adé, then
at S16s notebook) S 1 6 snotebook)

S2: (to Slvalahaia 6 S2: (to S1) Ther e 6 sé abhere.

T: 6 &ahahai? (S1 corrects) T: 06 avbereisit? (S1 corrects)
Abagar 6 Wh a tkédsath hi Now if it is with 6What 6 here
rahta, to exclamation rahta ya then is there an exclamation mark
question mark rahta ? ora question mark there ?

S1: Question mark. S1: Question mark.

T: Question mark rahta ? T. Ther e 6 guesion mark?

Question ? (points at text, Question ? (points at text,

implying where?) implying Owhere? 6)

S2: Exclamation mark. S2: Exclamation mark.

S1: Exclamation mark. S1: Exclamation mark. (smiling and

(smiling and self - correcting) self - correcting)

T: Phirek  simple mistake ho T: After one simple mistake that
dekho, kya ho gaya, ek mark | 6ve seen, vang2Ond anark
gaya, hai na? has gone?

During this lesson, she provided tuition to 14 of 26 groups during only 9 minutes, and
interacted directly with every group on at least one occasion, sometimes also eliciting self

correction, and providing praise as she @ibg.15/32:35).

However, when she noticed a common error, she would often provide ongoing
observational feedbaclg Vinay did to the whole class in a louder voi€hs. 10,
15,16, 18, 22, 25, 26, 27, 33). For example, she noticed that several were usingrtihey

pronoun in a writing task and suggested:
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EXTRACT 33: Dipika  /Obs. 26/24:00

T: Transport ke lie, it use T: For transport use it. He,
karenge. He, she, they, them she, they, them dondt .use
nahi karenge

7.7.6.Feedback to activities

Dipika generally conducted feedback to activities at a brisk pace, especially when they were
relatively easy©bs.15, 16, 21):

EXTRACT 34: Dipika /Obs. 16/06:38

T. Chelo.[ Let 6 s ]Readywith the answers?
SS: Yes.

T: Big?

SS: Dinosaur.

T: Fearless?

SS: Tiger.

T: Dry?

SS: Desert.

T: Warm.

SS: Toast.

T: Done?

SS: Yes.

T: Now the next one.

She almost always elicited answe@.13, 15, 16, 19, 21, 22, 28, 31), sometimes
nominating students herse®s.31), or allowing choral responses, but more oftbowing
volunteers with hands raised to respamglially praising correct answers, and occasionally
eliciting peer (e.g.Obs.13) or selfcorrection Obs.15, 26). When a task was more
challenging, she used the board to write either answers or errordondeners,
sometimes also providing responsive clarification (€©@s.13, 15). On several occasions,
at the end of feedback, she would provide a global summary of the area in question,
including parts of speecl®ps.13), punctuation mark€(ps.15),and exanspecific advice
(Obs.15). The following extract illustrates a number of the above features, including

nomination, sekevaluation, praise, and responsive clarification:
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EXTRACT 35: Dipika  /Obs. 15/16:30

T: Ready?  Shru kare? T: Ready? Shall we start?

SS: Ha. [/Yes. SS: Yes. /Yes.

T: First vala. Me jisko T: First one. Whomever | ask,
puchungi vah ko chorus koi bhi I dondét wa rarisweasn Yo be
answers nahi dega. Aur you are givenin chorus. And you are
going to tick your answers. going to tick your answers.

Aap apne answers tick karenge Yougivea  tick toyourown

agar correct hai, to. Thik answers if they are correct.

hai? Everyone has done their OK? Everyone has done their
spellings? spellings?

SS: Yes. SS: Yes.

T:Yes .Aap (selects S1 T:Yes. You (selects S1

randomly from near back) bolo randomly from near back) tell
spellings. Ha. Jo se sab the spellings. Yes. Say all of
spellings bolo, pahle vala the spellings. First one is

kya? &6RBO6? what? 6 GR6 ?

S1: -&AETO. S1: O6BT6H.

T: Very good. G -RE-AT. Ek T: Very good. G -R-E-AT.

jagah yaha par kahin par kisi Somewhere there someone has

ne 6 GR- A-T- E 6 kara hai. written 0 GR-A-T-E6. Someo
Someone has wrRAtTen has writ t-8m-TOED . |t
EO. I't is not thitke wa notthe word which is given

is given there. Yaha word ko there.  That word you cannot
badal nahi sakte ho. 0 GR-E- A- change. |t 6 sGRE-ATO6 ,0K?
T 6 hoga, thik hai? Correction Make a correction. Second

karenge. Second word? word?

7.7.7.0theraspect s of Dipikads classroom pr

While text interpretation was common, opportunities for silent reading were also noted on
severabccasions®bs.7, 8, 16, 21, 31, 33), usually while she needed time to write on the

board with basiccomprehension or underlining tasks sometimes provided. Choral
pronunciation drills were also observed on several occasions, usually of items dDlexis (

9), morals and saying©0ps.14, 19), but also of whole poems on two occasiddisy.6, 30),
althoughrote memorisation practices were not observed. Dipika was never observed to mark
studentsé notebooks in class (quite common

provide correction.

7.8. Subject knowledge and PCK

Di pi kads English | anguage proficiency is n
teachers, particularly her spoken fluency (QiRgly due to her own Englismedium
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education. Evidence of her extensive PCK includes her ability to recall knowledgpeaits

of grammar and | exi s r es pObsn8slb 26630,82). SHewwas | e a
able to provide improvised, interactive presentations @lgs,8, 15, 26), or to spot and

scaffold improvement of a weak answer or elicited translatign, (@bs.16). For example, a

rapid unplanned review of question forms during feedb@tis (15) or a review of

exclamatory sentences when she found out that the learners did not know how to form them
(Obs.8;see Figurel) . Anot her e x aengive®CKoid theDrigipal rkethéds e X
she had developed to help learners remember differences between first, second and third
person conjugation®{s.32). Also notable in this regard was her ability to think of exam

type questionsapidly, such as true/falstatements to check comprehension of a @kis(

31). She had developed her own materials for such exam practic®©fesd.5), which she

al so shared with others througdunded).| ocal En

Figure 21

Improvised reviewfoexclamatory sentences (Obs. 8, Gr. 10)

7.9. Reflection

During postlesson interviers, Dipika displayed the ability to identify multiple aims to her
lessons (PLIIPLIS), and was often quite critical in her seifaluation (PLI1PLI2, PLI4).
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At times she was not satisfied either with her own performance, or that of her learners, even
if it was due to factors beyond her, or their immediate control (FLUM, PLI6). As such,

her selfawareness and critical reflection were well developed, and it wasstleaet high

goals for herself, illustrated in the following reflection after a lesson with her new grade 8

class, with whom she was conducting training in more autonomous reading practices:

I't was not satisfactory. ,andlknomtbatldave s at i
to put up with such lessons feik mo n t hasot o€practice is needed there, for

which | am ready. Maybe they will start doing it at the end of the sedsime$tet.
(PLI4/01:50)

While she had difficulty recalling the namédssome learners (she had 243 enrolled
students at the time), she was nonethel ess
considerable detail, both higher and lower achievers, without my needing to prompt for the
latter (e.g.PLI1, PLIG6).

Despte her frequent criticality, Dipika nonetheless showed confidence in herself, and
her teaching approach. During our discussion obtiserver effegtshe reiterated her
conviction to avoid altering her practice for my benefit, even though this caussahiher

concern regarding the extentkdindi use:

One thing which hurt me while you were in the class is that | was not able to speak
English with the students. And | thought that my speaking a lot of Hindi became a
hindrance in your researéh But lwanttd ahangetbecause you were there.

This is what | am, and evenifyouae not t here, or even if
there, who can just suspend me for teaching in Hindi, | am not going to change for
that, because at the end of the,dam thee only for my studentsE(T1/1:11:38)

This conviction in doing something that she was certain was beneficial to the learners,
yet might have been detrimental to her own
strongbelief in her approactSimilar concens also arose when she discussed her role as a
teacher educator, evidence that at the heart of her professional practice, she felt a sense of

hypocrisy that she was not practising what she was preaching to others:

Sometimes | feel guilty about [teachingn  Hi ndi ] €& whénl I gitwad&e
them the points that yes, this language can be taught very easily, and here in my
school itself |1 am a teacher who doesnbod
(ET1/24:00)
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7.10.Professionalism

While she observed that the early years of her careeri199® 7) i nvol ved a
|l earning processo (LHIb/13:44), Di pi ka has
opportunities. She felt strongly that she had learnt from sesktla¢se, including a 2day
residential workshop in 2000 that she felt
scenario of Maharashtrao (LHIDb/17:30)

For the first time we knew the importance of rhymes and poems in the syllabus. We
knew the importace of acting out something in the claddHIb/16:00)

She was able to relate these early training programmes to her recollections of her own

education, particularly the I mportance of
Ti || 2003 the teacher s addihadvmaétititiekshooldvbew h a t
done in the ¢l ass. |l 6d been to a totall
activities and | knew what activities w

After devoting time to raising her children, she begaaitend training events again
from 2008, mentioning a course at Yashida Training Institute, when she learnt about
constructivism and collaborative learning that seemed particularly influential in her
transformation to teacher educator. Since completind/idein 2012, she has focused more

on helping othersé devel opment:

When | was a new teacher | used to get a lot of support but now it is (laughs) the
other way round! Now they want support from me, for everything they do.
(ETI/49:40)

She has worked as aimer on a number of stalevel initiatives to improve the
quality of English language teaching (CHESS, ELIPS, TEJAS: LHI), but also on personal
initiatives, such as mentoring new teachers in her school, afudioding a teacher
development group in heity, through which she develops and shares exam practice
materials with colleagues (ETI). Despite this industriousness, Dipika noted twiceELHiI
that she tended to avoid the limelight of recognition offered by the numerous competitive

teaching awardm India:

What is the use of such awards if..the k
For me, if ten of my students come and
life, | have received my recognition. (ET1/56:00)
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She noted that she applisdparticipate in my research due in part to the personal

recommendation of a prominent teacher educator that she trusted:

| wanted to see what research is in reality and as it came from [name] sir, | knew that
it was going to be authenti&TI1/57:45)

Like most of the teachers in this study, she noted that she had never been observed in

her classroom.

7.11.0bserver reflexivity

7.11.1.Reactivity to my presence

Di pi kads resolve to show me who she was as
a mmparatively wealkobserver effeabn her practice. While we both noticed small changes

in her | earnersod6 behaviour as they got wuse
very little change imergeneral teaching practice from the first to td¥ Bsson observed.

Shewasmore focused on the teaching itself:
As soon as | start teaching and get into it, | forget you are th€F&#1(12:08)

The main change she perceived in her learners due to my presence was a positive one,

a greater willingnest® participate in lessons:

The students are answering in a chorus,
because you are the@LI2/03:00)

Despite Dipikabds a wepbsavatieorns per diasstbefaret t o o k
learners got used to mygaencdPL15/26:30), | noticed little change in their behaviour,
excluding the initial interest in me as a foreigner and in my video and audio recording

technology.

7.11.2Per sonal critical refl ections on

Di pi kads uthelcamsiraintsmfrhésteictlitmanaged school and the challenges she
facedtherecontrast markedly witkhose of Vinay. It should not be a surprise, therefore, that
so dd her beliefs and her classroom practitese havingvolved withinthis one school

sinceshe starteteachingn 19931 Di pi k a 6 s estarghari tf if @ emas t o Vi
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Di pi ka requested fAfeedbacko on .Assvell t eac!
asproviding praise andnderstanding of her significant conteat constraints, | made
several tentative suggestions to help her address some of the challenges she faced. She
listened eagerly, each time pointing out potential problems with my suggestions, without
doing so defensively. For example, | suggested thatngiiet gradually increase the use of
English as a classroom language. She explained that she had tried this, but her students had
objected and fAi mploredd her to use more Hi
notes Al | e ar n p.156) further évidence ofghe situated wlistlom( of

practice that underpins her teaching.

Nonetheless, the following critical concerns remain in my evaluation of her practice,
some of which we discussed in the final interview. Firstly, on occasion, Diedda got
carried away with some of the anecdotes that she enjoyed telling, mainly in Hindi. While the
students clearly enjoyed them, this remains an outstanding criticism for someone whose
primary focus was, by her own assessment, to teach them Esgindly, probably as a
result of her brisk pace, | noticed occasions when she did not display sufficient wait time
after asking questions (e.@bs.16, 28, 32, see extrac®6). Finally, | feel that Dipika
sometimes underestimated the ability of her loaarieving classes to engage in effective
collaborative learning. While less capable teachers might struggle to managet#sk off
behaviour likely in large classes, | suspect that she could train them to work together well

with little difficulty, given her impressive behaviour management skills.

7.11.3.Respondentvalidation

Dipika provided feedback on this chapter via a phone icaluding the critique above
After correcting two minor factual errorsr{e a transcription error, the other regarding a
qualification) her response was one of clear satisfaction with what Whigen:

So everything else, | agree with it and | find it is very good, whatever description is
there. I read it t whnfacel,am laappg with @éuglsy at i s f i
(RV/5:55)

She was impressed by the level of my understanding of Hindi in the classroom:

Whatever | was trying to tell the students, you could translate it correctly in English,
so that is very goodRV/5:30)
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She was patrticularly interested in the Bee critical reflectios sectionaboveand
wanted to make some changes in her teaching based on her perception of the implications of
this section, specifically to MRY650)whet her
also agreed with my observartis in 11.1 (Reactivity to my presence), particularly regarding
her | earnersé reactivity: Al find it inter
fact, | nRVMB45)c | asso (
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Chapter 8. Case description 3: Nurjahan

8.1. Context

8.1.1.School context

Nurjahan works in a large (c. 1000 students), governaele] secondary school in a small
coastal town in Maharashtra. It provides both Maratbdium and serienglishmedium

education, the latter in the higher achieving classes within the streamiemsystd. The
school has a good reputation in the commun
parents include fishing, retail, casual labour and farming, witih@easingrumberalso

working in the burgeoning tourism industry. Approximately 35%heflearners are from
disadvantaged backgrounds (5% SC/SPp30BC). The school is well equipped, with a

staffed library, functioning laboratories and computer rooms, and several classes with

functioning data projectors.

While the school also includesirary grades, a number of new learners join at
secondary level from other schools and vary in their prior academic attainment. Some have
studied English in Marathihedium classes and others in Engistdium, meaning thahey
vary greatly in their Englisproficiency profiles, particularly speaking and listening skills.

Her observedlass sizeaveraged 43tudents

During the time of my visit, Nurjahan was teaching English to classes 5A (primary),
8C, 9C and 10C, in a sthieghda sntg pseyrsft cermmiwhee r
the lowest at each grade. Decisions regarding who teaches which classes are made by senior
staff, who often assigned themselves the A and B classes. As Nur was a comparatively
recent arrival , s h whetebweglavels ofmaotivatipgel-edt€etm, c | as
and behavioural challenges were more likely. As | was walking to my first observation of
her home class, | met another teacher, wpon hearing the name 8Ce mar k e d : A Oh

naughty cl asmpd9.0 (Field notes
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8.1.2.Personal background

Nurjahan was raised fias an only childo (LH
parents and sister lived in a different town) within a family of teachers. While some Muslim
families did not consider education of female ofiisg a priority at that time (the 1990s),

hers did:

Thankfully, from both my paternal side
very special in our family so there was nothing like giving only some limited
education and all. In fact we were giveregvkind of freedom we needed, and our
family wanted us to learn. (LHI/07:15)

Her maternal uncle was the principal of the local high school and was keen on

ensuring she developed her literacy and knowledge:

éhe has al ways t ol d][terilbook, gbdonedtta regding. 8|l y f
today also he keeps telling me, read these books, watch that film or keep trying to
gain more knowledge. (LHI/10:40)

Nurjahan did well at school, taking part in competitions and debates, and winning
prizes. Her familyemect ed her to become a fAprofessor.
being a teacher and pretending that her grandparents or even the family pets were her
studentsAfter harbouring brief ambitions to be a lawyer at secondary level, she completed
first a BA,then an MA, both in English literature, and after a brief spell teaching locally she

enrolled on her BEdgvealinga sense of fate in her career choice:

éthere | thought of becoming a teacher,
was also telling me, arttiere was some intrinsic passion in me, of my childhood that

| used to teach a lé so somehow that feeling became prominent and my family
supported me. Actually | can say that i

This was her first time studyg away from home, and further built her autonomy as a

learner and young adult

éduring these years | developed my own
all, reading reference materials and then taking down my notes. (LHI/23:23)

She describesitdsan amazing year o, and received
teachero (LHI/27:45). While she experience
work, her B.Ed. professor helped her to se@menitial postn aprivate college, and then an

interview for a position in her current school. She was selected out of 40 applicants after a
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demonstration lesson, and started work there ii.2Blke soon began attending teacher
training workshops, and three years later was chosen to become a trainer aha Briti
Council project, since when her career as a teacher educator has developed rapidly (see
8.10.

8.2. Key beliefs

821Buil ding Il-esteemner s6 sel f

Nurjahan sees her | earnersd backgrounds as

their parents, who mayohrecognise the importance of their education:

[the learners] carry many pressures, they have many burdens, and there are many

Il ssues that they someti mes cannot expre
when we try to talk to them, when we shateefping hand, that is, we are there for

you, it makes a big change. (FI/04:00)

As a result, she believed strongly in the importance of developing thegssedm:

If I value myself, then 106l see whatos
teahers are giving Iimpression that | am
my life, so | will have only negative qualitie&T1/11:30)

This was particularly important given that many of hest@am learners were used to

failure and negative reinfcement, even from their own parents:

| had a girl who used to cut her hdistiows wrist and | asked her why? So she said
because my parents keeptelingmd 6 s bet ter that you di e,
usOSo she was getting a feeling that she is of no use to anyl6h49:20)

She felt strongly that issues of labelling and perception were to blame here, noting

Afwe shoul dnot | abel them as sl ow | earner so

We dondt bel i ewWee aliays think that unless wve teachghterh they

cannot | earn, but thatdés not true. (LHI
822Starting at the | earnersdé | evel a
Her belief i n deesteemdbnged olaselyltoeharcamaction id thes e | f

importance of tailoring learning to their ability level, preferences, and background schemata
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to build confidence andalbeliefin sstiey mbré amiitiousp 6, h

standards for her learnedespite their challenges:

We have to come down to the | earnerso |
preferences. Suppose that the things we are teaching them are too hard, then we have
to make them easier for tmeto understand, relating it to their lives, using examples
from their |lives, but at the same ti me
good idea, we also have to try to raise them Epl/Q7:40)

However, the strong exam focus in her sithoade this difficult, putting pressure on
teachers to complete the syllabus early an
c r e at ETV10:B5). ®esfite her intention to nurture this creativity, she herself was also
constrained by and evaliated througé this narrow exam focus:

Instead of considering your values directly the progress in exams will be considered,
but the changes you are trying to bring in students, nobody will look at that.
(ETI/31:30)

8.2.3.Developing life skills and learner autolmmy

In contrast to this narrow academic focus at her school, Nurjahan believed in developing
skills that would serve her learners for the rest of their lives, trying hard to make them see
beyond the exams and the curriculum to raise awareness of theopdetunities that

English literacy may bring:

| keep telling my learners also that our aim is not only this textbook, but | want to
make you able to read and understand so that in the later life also you will be able
readers. (PLI2/14:20)

The pathwayté hi s goal, she believed, was thro
(F1/05:12) and independence of thought, both for their academic studies and future lives:

When they know the meanings of words, it becomes easier for them to analyse or
understand any text. Thegterpret it on their own instead of depending on the
teacher, so they become independent thinkBtd5/05:45)

Having grownup asanonlychjshe had | earnt to Ado on
independently as a young adult (LHI/28:30), a likely influenicéner strong belief in both

building selfesteem and learner autonomy.
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8.3. Key features

831Buil ding I|l-esteemner s6 sel f

Consistent with her belisfNur j ahan was regul arly observec
esteem, both through the frequent positive reagdorent and encouragement she provided
andthroughthe messages she conveyed more implicitly in her teachimg included ar
belief that everyone has strengths and wea
€ everybody;ETI/%1:05)acherusealf metaphos on more than one occasitm

show that success is possible in adversity:

EXTRACT 36: Nurjahan /Obs. 23/04:50

T: Mhnjejara tadagadamadhye T: | mean, if plants can grow
zada fulu shaktat, tar mehnat in the rocks, what can happen?
kelyane kay hou shakta? Everything can be achieved.
Pratyek goshta sadhya hou Right?

shakte. Barobar?

8.3.2.Negotiating with her learners

Nurjahan built close relationships of trust with her learnersg§ggeenabling her to offer
agency to them in clasg/ negotiating both what they would do, and how. She would
sometimes negotiate the lesson focus, frequently negotiate how activities are done
(individually or in groups), how feedback is conducted, or what homework task they would

do. She perceived thdti$ negotiation was an important part of developing their autonomy:
JA: Tell me a bit about why you do the negotiating?

Il think thatoés, I|i ke, giving them auton
about my choi ces, éiSotheywarenconsidebedimp@ortagtolfo d 1 d
they feel the teacher is preferring our choices then they feel good. (PLI4/13:00)

8.3.3.Developing independent reading skills

Nurjahan had a systematic approach to deve
part by British Council training (PLIET]I), yet also involving her own additions, including,
f or e x avotpbulary questgaine(see8.7.3. After preteaching key vocabulary from

the text bilingually, her learners would first read individually, and therk woltaboratively
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on text comprehension activities, followed by detailed feedback. She broke the long,
chall enging texts found in the tsaalyt books i
splitting hembetweerseveralessos, providingseveral compreheim tasks that gradually
increased in difficulty until she was satisfied that her learners had a thorough understanding

of the text.

8.3.4.Active monitoring of learner activities

Nurjahanoés t eac lindepepdentearnemdttivitiesd As hex lgannlera r

worked usually collaborativel§ onthese activitiesNurjahan monitoredriskly, able to

keep the class on task whpeoviding individualised supptgron one occasioshe gave

feedback to 20 individuals in 3 minuté3k{s.31/1540i 18:20). Such tutoring often involved
mediation,scaffolding and modelling, and was also differentiakéet monitoring was

regularly punctuated by ongoing observational feedback to the whole class, as she provided
reminders and useful feedback in a leudoice. Her observations while monitoring would

also inform how she would conduct whole class feedback to the activity, thus constituting

informal formative assessment (PLI5).

8.3.5.Diverse differentiation strategies

Nurjahan demonstrated a range of techrsgnat enabled her to differentiate effectively
amongst learners of widely differing abilities in her classes. These included language
differentiation (encouraging Marathi from less able learners, but expecting English from
more able ones), her regular udextension tasks for faster finishers, her tutoring strategies
while monitoring seatwork and specific techniques used during vaheds feedback, such

as calling on less able learners to respond when she knew they had the right answer

8.4. Interpersonal practice

8.4.1.Relationships

Nurjahandés cl ose rel ati orfeatareopf wiietrh phrearc tli eca
from my kidso (LHI/01:14:20) was specified

motivation. She saw this relationship as central to devedapieir selfesteem:
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We need to have a strong emotional bond with our learners. That way, they will learn
to respect themselves and try to become a good peEsbi9:00)

She frequently stressed the importancékobwingd learners as individuals in ondi®
develop meaningful relationships withtheinlYou need t o knoywu your |
need to knovtheir needs, their levelgheir interests ETI/51:40. She knew and frequently
used the first names of all her 190 learners, noting that thisthebpst t o A f eel t h

teacher | oves them or cares for themo (FI/

Positive reinforcement was observed regularly in every lesson, both to individuals and

the whole class, often with specific points praised:

EXTRACT37: 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. Il 6m really h
Now come to page fifty - SiX.

She frequently encouraged thenbtieve in their own ability and opinions:

EXTRACT 38: Nurjahan /Obs. 29/18:40

T: Yash try to discuss, see, T: Yash, try to discuss, see,
everybody is discussing. everybody is discussing. Your
Tumacha mat ithe mahattvaca opinions matter here. No right

ahe. Barobar ani cuka uttara or wrong answer , tell each

nahi , tumhala kaya vatatanya other what you think.

te sanga ekamekanna.

She built confidence among weaker learners by spotting their correct answers while
monitoring, and then encouragitigem to provide answers during whalass feedback,

when she would also encourage classmates to praise contributions:

EXTRACT39: Nurjahan /Obs. 29/31:00

S1: If he is really good (x), | will take him to my school and
request my school has him as a music teacher so that we can enjoy
his melodies and voice.

T: Wow! This is a really good idea. Shatadi says if his voice is

good then we can take into our school, right, and then we can

ask the headmaster to appoint him as a music teacher, and then he

or she can get a job, and we will get a r
good idea? Idea cangali ahe ki nahi? [Isthe idea goodornot? ]

SS: Yes.

T: Yes very nice ideas.
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Fairness also seemed to be important, and was sometimes made explicit. Here she

makes her nomination rationale clear to her learners:

EXTRACT 40: Nurjahan /Obs. 21/11:50

T: OK, so what were the effects of war on Trojans and Greeks? Who

would like to start f irst? (several hands go up) Er | think three

of you got the chance in the last activit

Rahul first, then 16191 come back to you.

Her emotions were sometimes eviddamt, I N

va?[Soquick?]o ©bs.21/34:20), and when lessons did not gavall asplanned (e.g.,
PLI4), or when learners had not done required homework. She was also willing to apologise

for occasional mistakes and oversiglti¥$.17, 21, 24, 25):

EXTRACT 41: Nurjahan /Obs. 21/1:09:00

S1: Madam, (inaudible)

T: Yes, haa [yes], you have to complete three ac
sorry, | forgot it.

Rapport was further bolstered by regular humorous mom@bis 13, 14, 19, 22, 25,
2627); jokes were never obser vpidalyretatalloe ma d
lesson content or language play (e@ps.13, 19). It was notable that four of thearner
focusgroups in her home class indicatest sense of humouas the most important attribute
of a good teacher duringfacusgroup tasksometimesiaming Nurjahaneven though they

were asked not to mention teacher names
My favourite teacher is Naik Madam. &ls very joking teacher.

(8C Focus Group: Open Writing Task)

8.4.2.Behaviour management

More behaviour management challenges were observed in lesseasltdrs who taught C
streanclasses than those who taught AansiBr eams at NWPTO2882ph 6s s
Several of her learners displayed the features of specific SENs (e.g., ADHD), but there were
also, on average, lower levels of engagement, and a higher likelihoodtaslotiehaviour

among the male learners in gradéd®(a similar challenge to Viya 6. $1¢r approach to
behaviour managemewas consistent with her belief in building sefteem, frequently

involving patient ondo-one dialogue
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I f | punish them bitterly, what 1 mpact
should be somebalan ng point ¢é and | found that
them, if you try to make them think over that, or if you try to converse with them,
then definitely there ianother way out. (FI1/03:00)

Because she taught her home class for the first lesshrdagcshe was able to
implement three specific strategies there to help improve behaviour and application: her use

of meditation, a mixe@bility seating plan and homework monitors.

Each day, after the mandatory national anthem and prayer, she began class with a short
meditation exercise (see Figut®) to calm and focus the learners onto the learning, an idea

she got from a workshop on mindfulness:

Since my class is a bit noisy cka®r there are most mischievous students in my
class, this is something | think works well for .nfiel/00:20)

Figure 22

Students meditating at the start of the day. &r

For five years she had made use of a carefully arranged seating plan, sitting alternate
desks of girls and boys in a chequerboard pattern across the class (see2Rignos).
On each desk, she would either sit a less able or more disruptive ledwezrbavo more
able ones, or a more able learner in the centre of two less abl€ Ghésstrategy both

2% Mirroring recommendations in cooperative learning literature (e.g., Kagan & Kagan, 2009).
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reduced problems caused by disruptive learners congregating together in the classroom, and

also encouraged peer tutoring:

Sometimes therearesomastent s who donét want to si
them that &éSee you are good at studies,
help them, you can |l ead thembé, so this

Figure 23

Nurjahan's chequerbad seating patterrfGr. 8)

WS W SWS WS W WS W
WS W SWS S WS SWS
S WS WS W WS W SWS
Notes.White cell: male desk. Grey cell: female desk W = fAweako, S = fst

Her use of homework monitors not only reduced the amountaésgs time spent on
checking homework, but also gave her leargeeater responsibility (consistent with her
belief in learner autonomy) and encouraged peer regulation. Six monémseaponsible
for ensuring completion of homework among a number of peers and Nurjahan would consult

them every day before lessdmsgan

Off-task and disruptive behaviour werleservechoticeably more oftem herotherC-
streamclasseghan in her home clasShe dealt with these using both frequent,
i ndividuali sed r emi nasevellsas régulaancaurggeressadr ner s 6

praisefor appropriate behaviour and achievement:

EXTRACT 42: Nurjahan /Obs. 29/32:00

T: Anybody from this group

only has to read. Ah, Kamil
cannot read, Kamil has read

the answer yesterday. Come on
Sagar, everybody listen to
Sagar. Come on! Sh - sh-sh.
(quietening class) Quickly.

See others have made efforts,
so itbés your t Patkan
Sagar. (laughter can be heard)
Behave yourself, Omkar. OK
everybody listen to Papu, last
answer.

T: Anybody from this group

only has to read. Ah, Kamil
cannot read, Kamil has read

the answer yesterday. Come on
Sagar, everybody listen to
Sagar. Come on! Sh - sh- sh.
(quietening class) Quickly.

See others have made efforts,
so itbés your t Hume
up Sagar. (laughter can be
heard) Behave yourself,

Omkar. OK everybody listen to
Papu, last answer.
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S1: Ambhityala madat karun
tyala changlya thikani gane
mhananyas pathavu. Evdhach
lihilay.

T: Sh - sh, Arun? So this group
says that we will try to send

him to a good place, where he
can sing and earn money,

instead of begging. Mhanje
bhika maganyapeksa, tyala asha
jagi pathavu jikade to jaun

gana mhanunto  apla pot bharu
shakel, tyala bhik magayachi

garaj nahi changlya thikani.
He can sing at a good place,

OK. So very nice answers, very
good efforts, good.

S1: We will try to send him
to a better place where he
can sing. Thatis all |

wrote.

T:Sh -sh, Arun? S o this group
says that we will try to send

him to a good place, where he

can sing and earn money,

instead of begging. Rather
than begging, to send him to

a place where he can fill his
stomach by singing, he does

not need to beg in a good
place . He can sing at a good
place, OK. So very nice

answers, very good efforts,

good.

Individuals who engaged in regular @fisk behaviour received more directed, yet
brief attention Obs.4, 5, 7, 21), often leading to more sustained engagement (@bg.21).
She was careful to avoid humiliating such learners in front of classmates, and consistent with

her belief, she more often managed behaviour in closed discussion®ks.4.3).

She also dierentiated in her approach to behaviour management. On one occasion, a
boy whohad a probable SE&rrived 45 minutes late for a lesson. Nurjahan observed only,
fEk tas zhala[l t 6 s b e ¢ WObs B/45H0).LAfter class (PLI5) she admitted that she
often made specific concessions for this boy.

She also interacted with parents regularly. | observed three occasions when she had
meetings with parents to discuss their offspring (e.g., b&lbse24). On one occasion, she
capitalised orthe chance visibf a mother to her class midsson to arrange such a meeting
quickly (Obs. B).

8.5. Languaging practice

851Teacherds | anguaging practice

Nurjahan used mainly English in her lessons (6% of total resources), including for the
majority of instructions, classom language, and behaviour manageratitough she
n39.04i.20) torincreasedindsrstamgng forf y
her learners. While she spoke Malvani, the first language of most of her learners (only

noted fAmany ti mes |

partially intelligible wth Marathi), she rarely made use of it in class. Marathi, as the MOI of
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all but her grade 5 classdthe first language of a minority of learners was her alternative to

English; its use fluctuated depending on the lesson or activity typéZ%4:
JA: When do you use more Marathi?

It depends upon the class €€ suppose tha
use Marat hi because they dondét under st a
(PL14/06:30)

In her home class, pastoral issues were usually maiadéarathi; an abrupt switch
to English often signalled the start of the lesson (©lgs, 19, 25, 29, 31). However, she
most often used it to reinforce something she had said in English, especially when asking
guestions, conducting text interpretati@bg 9, 18, 23, 28, 30), or giving instructions@bs.
20,23, 29):

EXTRACT 43: Nurjahan /Obs. 23/02:00

T:Yes, shista andwhatdowe T:Yes, discipline and what do

call that in English? Shista we call that in English? What

la inglisa madhye kaya is discipline called in

mhanatata? |t starts wit English? |t starts with
S1: Discipline. S1: Discipline.

Marathi was also often used to translate, or elicit translations of English lexical items
(e.g., when preéeaching vocabulary before reading tasBbs.7,13, 18,19, 23, 28), and was
frequently used when teaching grampfar example, to explain the role ofeerbs Obs.4)

or conjunctions@bs.13) and occasionally in translation exercises (€@b8s.6, 14):

EXTRACT 44: Nurjahan /Obs. 14/15:10

T: What does it mean in Marathi? Raise your hands to answer . 6How
nice it wildl b e , pay aGeatiom, pleade. Vedant?

S1: He kiti chana hoila. [ How nice it will be ]

T: He kiti chana hoila. [ How nice it will be ]

Translanguaging was also common (eaps.13, 14,17, 19, 20), sometimes involving
a Marathi matrix in whiclshe usedew or lowfrequency English lexical items from the text

(6heel 6, O6poisoned arrowb):
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EXTRACT 45: Nurjahan /Obs. 17/22:00

T: Achilles shariracha, ekch T: The only part of Achilles's
bhag tyachi heel haughada body that was exposed was his

hota, jithe tyala jakhami heel , where he could be

karta yet hota. Ani tithech injured. And there a poisoned
poisoned arrow lagla ani arrow struck and he died.

tyacha mrutyu zala.

While she was aware of it, Nurjahan felt that her translanguaging was an instinctual,

ratherthan a premethted process:

It happens naturally, 106l say. Because
so for example when | 6m speaking in Mar
English wordsé (PLI4/11:00)

When she monitored learner seatwork, her language choices also seemed to be

differentiated, using more Marathi for less able learners @b$,21).

852Learnerso | anguaging practice

Nurj ahanoés Firelasyay leasnersneere encauthaged to parit@@and respond
in any language (e.gQbs.2, 14, 25), and this participation was more important than

language choice per se:

EXTRACT46: Nurjahan /Obs. 25/41:20

T: If you cannot answer in English, then try to answer in

Marathi. What were Tansen and Akbar talking about? Tansen ani
Akbar kasabaddala bolata hote? [ What were Tansen and Akbar
talking about? ]

She noted that many had a fAphobiaodo of s

contributing to lessons:

There is a kind of feeling that if | speak in HeQ, others will laugh at me.

Someti mes students tease each other é S
expressing freely in Englishé

JA: And for this reason you allow them to use Marathi?

Yeah, | tell them, because if | say you have to talk in Englsn hobody will dare.

But, OK, you are freetouse Marathi t hen it becomes at | ea
class, at least they try to get up and share what they feel. (PL14/09:25)
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If learners made contributions in Marathi, these were often followeerdsthan
attempt to elicit the same in English, or her paraphrasing the contribution in Breykstf
(Obs.5, 14, 25, 29):

EXTRACT47: Nurjahan /Obs. 14/22:10

T: OK, so how can we say this in English? Millions of years ago,
stones fall on the ground from the sky.

During group and pairwork, learners were free to use whatever languaging resources
they preferred. In one lesso@lgs.29), she allowed groups to discuss, make notes and
present answers on a complex discussion question in any languaggstimgdy, about half

chose to do so in English.

While the majority of learner writing was in English (e.g., answers to comprehension

guestions, text composition), she allowed Marathi for notes on lexis:

If they are writing vocabulary, then only | allowetin to write in Marathi, because, |
think that is like using the L1 wisely, so making them comfortable. (PLI4/12:00)

8.6. Curriculum coverage and planning

8.6.1.Curriculum coverage and materials choice

Given the close links between textbooks and exam content in thard&htra State Board,
Nurjahandos | essons were dominated by wuse o
observed in the state. She tended to move systematically through each unit, covering the
texts in detail and also the majority of exercises. Orignalessons included grammatical

foci that were not derived directly from the textbook, but nonetheless involved content that

was typically tested in exangs.g., Obs. 2381).

When | visited(November to Decembgmurjahan and her colleagues were already
under pressufe even from learners in Graded @o finish the textbook to leave January to
April for exam preparation. Despite this pressure, Nurjahan consistently revealed an
awareness of the i mportance of enslurdionngd tl e
think one | esson i s enough for them to dea

where she usually replaced textbook content concerned text comprehension activities, which
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she tailored to their abihleintsyi olnedv ¢ IP,L | b3dt1h3

develop their ability to understand the text independently:

If they engage with [my] activities, it will be like helping them to understand the text
on t heitheomesvgivendn the textbook, they sometimes feel are gbcfdri
them, or sometimes they are too easy for them... (PLI12/10:00)

8.6.2.Planning

Nurjahanoés | es s on amehtal process(gl/13m8)sin whichisimeavouid| vy
think through a subunit in the textbodikHe lessod) and ask herself a number of quess

about it considering the ability level and needs of the learners:

JA: How do you plan your teaching?

I look at the lesson and | see: Is it too difficult, too simple? How can | teach it? Is it
necessary to explain the things? Is it necessary torgoterpretation? Or if | have

to, then which examples can | use or what easy ways can | use to make that hard text
easier for them?HT1/14:03)

She sometimés not alway® made notes, especially of comprehension questions or
tasks, either annotating theureebook or including separate slips of paper (seer&g).

Her text comprehension tasks were gradually scaffolded in complexity:

éusing the information | gave in one ac
that, | use that process to take thiemvards more complex ones. For example if you
had noticed, for todayods true or false

in previous activities, and also based on that information, one, two and three activity,
| planned the fourth activity 5T1/15:05)

As for many teachers in India, the unpredictability of the working day sometimes
i mpacted on Nurjahands ability to plan. Th
asked to teach different timetables to what she had expected upon atithegschool in
the morning, including, on one occasion, a triple period. She reflected on the challenges of

this afterwards:

It went well . | candét say it was very g
somewhere, because I, on the spot, cankmow that | had to engage two periods or

three periods so it was something like, | was hoping for a break after the first period
and so | could have got some more ti me
(PLI5/06:40)
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Figure 24

Nurjahan's planningiotes and textbook annotations (Gr. 10)
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8.7. Classroom practice

8.7.1.Lesson structure

A notable feature of Nurjahandéds | essons wa
signposting to guide and consolidate learning. At the start of lessons, as well as checking
answers to homework tasks (e@bs.25, 30), she would frequently condueviews of

prior learning (e.g.0bs.1, 3,4, 8,11, 16,17, 19, 26), for example, by using whetdass

questioning:
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EXTRACT48: Nurjahan /Obs. 19/01:30

T: Before we move to the next part, can we have a quick revision

of the text? Thode prasna vicaru tumhala adhica ya bhagavara?

[ Shall I ask you a few questions in this area? ] Are you ready?
OK. My first question is: how many characters are there in the

sto ry?

SS: Three.

T: OK, can you raise your hands if you want to answer? Jagdish.

S1: Three.

T: OK, who are they? Who are they? Kamil?

S2: Tansen, Akbar, Sant Haridas.

T: OK. Very good. Who is Tansends music t
S3: Sant Haridas.

T:Yeah, very goodé

She also conducted regular review activities-fagson to recap on learning so far:
ALet 6s qui cObd.2p/31r4@ alsabeld, @5, 10, 20, 22, 31), although reviews
at the end of lessons were less comn@ins(27, 31), likely due, in partto unpredictable
lesson lengths. Signposting strategies included brief overviews of her plan at the start of
lessons©@bs.17,19, 21, 23, 25), and indications of progress masson QObs.20, 21, 26,
27,28).

In my field notes, Obs8,152d@u ! arrlObsdreigdidedd (a
27) pace to lessons. For both silent reading tasks and learner activities she often provided
time limits and reminders to keep learners focu§¥us(3, 5,12, 16, 17, 20, 21, 25, 26). She
also made use of specific strategieg.(ea Bingo game) to maintain a brisk pa©bs.5, 7,
12,13,17,21,27).

8.7.2.Negotiation and improvisation

Nurjahan was frequently observed to negotiate with her learners. On a small number of
occasions this involved negotiating the lesson focus it&&§ 5, 29), but more often it
involved specifics of how an activity would be done. For example, how she wottielgote
new lexis Obs.19, 22), how extensive the activity would b@lfs.4, 25), how feedback
would be conducteddbs.16) or whether they wouldork collaboratively or individually
(Obs.5,16,17,21, 22,27, 29):

192

f



EXTRACT49: Nurjahan /Obs. 29/14:00

T: What shall we do first? Can we complete that activity that we

left yesterday? Kalachi apurna activity gheduya ki Pudhc
activity gheuya? Kiti jananna vatatay? [Let s take yester
incomplete  activity . Or should we take the new activity? How many

of you think so? ] How many of you think that we should go to the

next activity? (SS raise hands) and how many think, almost ten

people, how many think we should compl etce
(SS raise hands, majority) OK, that one question that we left. OK

do you want to discuss with groups, or do you want to discuss in

pairs?

SS: (majority) Group.
T: OK so can we quickly form the groups?

She usually went with the majority preference of the clak#( ETI).

On a number of occasions, Nurjahan was obseaxvadprovisemid-lesson changes to
her planned lesson, mainly in response to learner needs. This included, for example, the
choice to replace a planned task with a simgdrs(17) or more challenging on®ps.31),
the decision to conduct revision or review actestiObs.6, 27), and the decision to
differentiate, providing an additional task to faster finishéxss(5, 16, 17, 25, 29, 31).

8.7.3.Whole class teaching

Nurjahanés teachi ng ibObalantewfevtolealass iaspryctroroand ma t
independenusuallycollaborative) activity workmost often in that ordewithin this, the

following wholeclass teaching practices were most common:
8.7.3.1. Bilingual vocabulary preteaching

Nurjahan would often preeach a number of items of lexis to prepare leaners for reading
tasks. In her exaffocused grade 10 class, she often used both direct translation and
paraphrasing to do this, usually at a fast pace @l15,18, 23, 28). Learners wuld take
notes, either by annotating the text (see Fi@®eor in bilingual vocabulary notebooks.
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Figure 25
Grade 10 learner's annotations to textbook text
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In her grade 8 and 9 classes, they would often pfayao ¢ a b u | gamgthai ue st 0

they had Ainventedo (PLI1/08:00), in which

in the text, followed by elicitation of Marathi equivalents and part of speech. Nurjahan

would sometimes also give example sentences in En@iss.2, 7, 13,19), or comments on

usage Qbs.13,19):
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EXTRACT 50: Nurjahan  /Obs. 19/21:00

T: Next word is 6ama. T: Next word is 6éama:
of hands go up almost of hands go up almost

instantly. T chuckles) amazed. instantly. T chuckles) amazed.
Page sixty - one, amazed. Er, Page sixty - one, amazed. Er,
Gayatri? Gayatri?

S1: A -MA-Z-E-D. S1: A -MA-Z-E-D.

T:OK. A -MA-Z-E-D. (Goes to T:OK.A -MA-Z-E-D. (Goes to
board and writes it) Amazed board and writes it) Amazed
means surprised. Can you guess means surprised. Can you guess
the meaning? Surprised. the meaning? Surprised.

S2: Ashcharyachakit jhala . S2: Surprised

T: Ashcharyachakit jhala, yes. T: Surprised ,yes. He was

He was amazed, he was amazed, he was surprised.
surprised. Ashcharyachakit Surprised, the man was

jhala ki he asa kasa zala? surprised that this had

(pauses for SS to write) Part happened? (pauses for SSto

of speech or kind of word? write) Part of speech or kind
Amazed, he was amazed. of word? Amazed, he was amazed.
S3: Adjective. S3: Adjective.

T: Adjective. Yeah, sometimes T: Adjective. Yeah, sometimes

it works as an adjective it works as an adjective

Especially in her Englisinedium grade 5 class she sometimes explained meanings in
English or used mime and contextual;Obsl ues
9). In all grades she would usually finish vocabulary-tg&ching with brief pronunciation
drills of the itemsQbs.2,4, 6,9, 13, 18, 19, 24, 25, 28). Her choice of lexical items (see
Figure26) included those in the text glossary, abstract lexis and idiomatic phrase®ks.g.,
13:Al ong paobs. I9fgetagraoayndo) .

Figure 26

Lexis pretaught in Observation 19 (Gr. 8)
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8.7.3.2. Questioning and etitation strategies

Nurjahan made extensive use of varied questioning strategies throughout her lessons.

well asduringreviews of prior learning (se&7.1), she would frequently build context, or

As

background schemata through questioning, mainly laweer, but also occasionally asking

higher order question©ps.5, 23). During British Council training workshops, she had also

learnt to use instruction and concept check questiBnBL7:30); both were observed
frequently Obs.1,5,11,12,13,14,17,21, 22, 25, 27, 29, 31, 32):

EXTRACT 51: Nurjahan  /Obs. 11/03:20

T: |l 6m giving you five minutes. Wi thin fiyv
working with your partner. The answer you will need is on page

ninety - five, so work with your partner and find out the activities
which changed Meenabds 1ife. How much ti me

do you have?

SS: Five minutes.

Five minutes. Are you working alone or with partner?

SS: (a few) Partner.

T: Loudly?

SS: Partner.

T: And where will you look for the answer? Which page did | ask you?
SS: ninety - five.

T: Good. Start working.

8.7.3.3. Other whole class teaching practices

Occasional grammar lessons (e@®0s.6,2932) i nvol ved what she c.

met hodo. She would provi de icuanseuctare gradaalya mp |

accompanying this with questions and L1 explanations to clarify the me&ihg (

followed by controlled practice activiteS he al so made Al i mitedo (

monolingual Obs.6, 8) or bilingual Obs.9, 18, 23, 28, 30) ext interpretationShe would

also conduct short bouts of remedial teaching during feedback to activities (discussed

below). While textbook exercises were usually done collaboratively, she also occasionally

went through these in whoeldass mode, elicitingnswes quickly. This was most common
at Grade 10 (e.gOQbs.11, 18, 20).

8.7.4.Activities

For approxi mately half of Nurjahanots |

independenpractice activities, including reading practice, and collaborative worlothn b
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text comprehension tasks and textbook activities, She also provided several closed and
partially open writing tasks (e.gdbs.24, 29, 30, 31, 32), for example, allowing learners to
think up their own example sentences using specific structOlEs32). Only two activities
were observed in which Nurjahan encouraged them to speak freely in EQisRY, 32).

8.7.4.1. Reading practice

During reading lessons, after ggaching relevant lexis, Nurjahan would usually read

through the text secticaloud herself@bs.3,5,6,7,8,9,10,12,132228 ) , t o pr ovi
model o for the | earners (FI/09:20), someth
negotiated this@bs.13, 22).

EXTRACT 52: Nurjahan  /Obs. 22/30:50

T: Do you want me to read T: Do you want me to read

first, or will you read?  Mi first, or will you read? Shall
aadhi vachu ki tumhi vachanar? Iread  or will you?

SS: (varied, including) You. SS: (varied, including) You.

T: Huh?  Mivachu asa kiti T: Huh? How many people are
jananna vajtay vatataya? (many waiting for me to read? (many
SS raise hands) OK, SS raise hands) OK,
read one time, pay attention. read one time, pay attention.

After this she would instruct the learners to read the section individuallgilently
(Obs.3,5,7,10, 12,22, 28), usually without a global reading task. While they read, Nurjahan
would write her preprepared text comprehension tasks on the board, ready for the
subsequent collaborative learning stage. She felt that this scaffolded approach to reading

practice prowded useful support for weaker learners with lower levels of literacy (Fl).
8.7.4.2. Collaborative learning

For mal <coll aborative | earning was obfserved
32), and informal pairwork occurred in an additional four lessGoBaborative learning

activities were typically three to eight minutes in length and usually involved learners

wor ki ng with fb esaedrlyurg7r therebyeadisciag tiie Rded fGr;

movement, and keeping groups small, although larger groujgss{bdents) were also

observed on two occasiorSlgs.26, 29). Nurjahan generally chose collaborative learning

for more challenging activities, perceivingtiearners could benefit from peer support:

eitdéds a bit [ more di fatfiftheywill digcuss wstrotheir or t h
partnersi t wi | | become easier for them é if
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notes, and that will be a good way for them to collaborate and find those answers.
(PLI3a/08:00)

Figure 27

Collaborative learning happeneadainly in desk groups, with occasional intgeoup
consultation (Obs. 21, Gr. 9)

When she negotiated how they would do an activity, the majority expressed a
preference to work collaborativelpbs.5, 16, 17, 21, 22, 27, 29), corroborated by data from
learnerfocus group interviewsvhenmo st ranked Aincludes pair
second among ten qualities of an effective teacher. However, she also experienced some
difficulties getting a minority ohigherachievinglearners to work with their peers, limig

this challenge to broader social issues on one occasion:

Collaboration is not that popular among students.

JA: Why?

Because they are living in a world where students are mostigesgifed, so they
prioritise to think on their own, so | think if theyave to survive in the world, they

need coll aboration, and for that purpos
Sometimes the brightest students they also refud | have to focus on my own
study6(PLI3b/00:30)
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For this reason, she never fordedrners to work together, although she often

encouraged it when monitoring:

EXTRACT 53: Nurjahan /Obs. 17/1 2: 55

T: (12:55) OK, Seema and Prachi, work together. That will be
easier

T: (13:07) Pratiksha and Aishwarya, you can always help each
other ...

Bench groups were most often used for text comprehension activities, including
true/false, sentence completion, sentence ordering andnmrapging tasks. Most learners
began working on these tasks indivadly, consulting partners more as the activity
progressed. Their discussion was mainly in Marathi and Malvani, with some translingual use
of English resources, especially from the text (©s.25/22:00)Postt e xt A ENn gl i st
wor kshopo acasometinhes dose inbenchegrowps (s.g., Oh12a5) and

on two occasions longer groupwork discussion activities were also observed ((199. 26
8.7.4.3. Differentiated extension activities

Probably the most common way in which Nurjahan differentiated in behiteg was in her
use of extension activities to keep higlaehievers busy when they finished set tasks early
(Obs.5,13,16,17, 21, 24, 25, 29, 31), as these extracts from Observation 25 show:

EXTRACT 54: Nurjahan  /Obs. 25/ 46:5 5

T: (46: 55) OK Rex, now you have finished earlier, can you find

out the words related to music from the text?

T: (50:10 ) Those who have finished writing, copy down, er sorry,

find out the words relating to music irom the text. Jyancha
lihuna jhale ahe tyancyasa Ahi [ For those who have written g o

T: (50: 40) Mayuresh, finished? OK, find words related to music.

8.7.5.Monitoring

Nu r j adctvambrstoring of student activities, either collaborative or individual, was
particularly impressive. Both during text comprehension tasks and coursebook exercises, she
was able to provide rapid personalised support to a large number of learners over a short
period of time, includinguition that offered mediation and scaffolding suppsetjsitive

error correction and regular positive reinforcement:
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EXTRACT 55: Nurjahan

/Obs. 29/4 4:10

T: (monitoring, to S1) Look at

the spelling Sakshi
and see sen tence, look at the
spelling. 6Asserticived
spelling ekada bagha.
nahi sentence madhye. (shows in
her notebook)

T: (44:40, to S2)
madhye thodi

Don sabdancya
gaps sodayacya ...

T: (44:50, to S3) Aksara neat
kadhayace Jagdish ( x) lihuna
ghyayacam sentence spelling.

T: (monitoring, to S1) Look at

the spelling Sakshi,
and see sentence, look at the
spelling. Look at the spelling

of 6assert i Andthis
not in the

her notebook)
T: (44:40, to S2)
gaps between the two words

6 n as

sentence. (shows in

Leave little

T: (44:50, to S3) Jagdish, form
the letters neatly (x) writing
spelling of 6sentence

Learners often called her for assistance (e.gin BminutesObs.25), revealing how

comfortable with this method theyere:

EXTRACT56: Nurjahan

/Obs. 25/35:00

S1: Madam? (inaudible)

T: (checking her work) Yes, good. (looks up) Kamil, did you call me?

Yes.
S2: (inaudible)

T: Pahilyach dakhav.
Doghani shodhala milun ki ekane?

S3: (inaudible)

Wow! Good! Second, yes. Good, very nice. (Looking up)

[ Show me the first one

.] Yes, good, great.
[ Did you find it together or alone

7]

Who called me?

Among severabenefitsto her activanonitoring strategies\urjahan mentionethe

opportunity to check their answers withéegirnergisking making errors in front of peers:

ét here
front

ar e
of t he

many
whol e

wh o
but

student s
cl as s,

woul dndot g
tshaady wi | |

sometimes they are correct. Their answers are correct. So | think they get a boost
when | appreciate their efforts. (PL15a/12:30)

Her support was also differentiated. With lower achievers she used more Marathi, and

provided more direct support, giving hints if they looked lost (@b8s.25). Higher

achievers were pushed to achieve m@kg.20, 25), either with extension activities

critical feedback:
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EXTRACTS57: Nurjahan  /Obs. 21/08:00

T: This is correct, but see, T: This is correct, but see,

if you are talking about this if you are talking about this

one, this has to be a complete one, this has to be a complete

sentence. It has to have some sentence. It has to have some

link. Tyaciku Ahe link aahe link. Doesith aveany Ilink ?
ka? Tevadhaca bhaga deuna basa Will it be enough to only

ho'ila ka? Te dusar am indicate part of the link 7
sangitalam te agadi barobara That 6s exactly what
ahe... (student) said ...

T:( 10:20 ; returning to same T:( 10:20 ; returning to same

student ) Yes, exactly. Now student)  Yes, exactly. Now
youbre on the right youbre on the right

While tutoring washermost commormmonitoringrole, she also conducted more
general classroom management roles, such as keeping learners on task and encouraging
collaboration ©bs.3,5, 8, 11, 20, 21, 25, 27, 29, 32):

I check whether they are working in groups, are they following the instructions or
not?é ral | encourage them, talk to your partr{®L15a/08:50)

She also monitored for formative assessment purposes, often providing ongoing
observational feedbackps.3,5, 11, 20, 21, 25, 29, 31), justified through the need to avoid
negatively impactingon n d i v i d-estedmsalongsideltifsaving advantages:

Suppose if a group of learners are doing the same mistake again and again, then | can
address it as a general issue, without hurting someone. (PL15a/10:50)

8.7.6.Feedback to activities

Whole class feedizk to activities involved elicitation and confirmatiohanswergwith
praise) or correction, often elicitsgnsitivelyfrom peers. Learners were expected to raise

their hands; shouting out and choral responses were discouraged:

EXTRACT58: Nurjahan /Obs. 32/27:55

T: No, no, no. No chorus answers.

More challenging items were elicited from those with hands raised (usually more able
learners; e.gQbs.25), although she also regularly invited others to®@¥4.4, 11,17, 19,
20), particularly when sheas aware that they had the correct answer, having noted this

while monitoring
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EXTRACT59: Nurjahan/Obs.26/28:00

T: Yash has got the exact answer. Can you read, Yash?

When learners had incorrect answers, she was careful both to praise them for their

effort and to seek clarification:

EXTRACT60: Nurjahan /Obs. 32/27:40

T: (reading prompt item)
S1: Last day ago.

We cleaned the school ground

Yes, Jesh?

T: Last day ago? OK. Who will help Jesh? Last day ago? But

actually he is trying. Par?
S2: The day before yesterday.
T:OK .

Remedial teaching was provided if most or all the learners had experienced difficulty

(e.g.,0bs.21, 25). Nurjahan often scaffoldeseltcorrection at such times, as in the

following example involving two lexical items she had-paaght earlier in the lesson:

EXTRACT 61: Nurjahan /Obs. 25/25:45

T: OK, so, time up. Can we
have a look at the answers?

Firstone , Tansen knew how to
persuade his teacher.

S1: False.

T: False, how many of you

think ités false. (s
raise hands) Now check the

meaning of &éget roun
6persuaded, and then
know what és your ans
6 Per s u acthe arthabaghaa i
maga mala utt  ara sanga.

SS: Man valavane.

T: Man valavane ani oget

roundca 6 artha ?

SS: (inaudible)

T: Ha so kaya vatata ahe.

Pahila true ki false?

SS: (a few) True.

T: (smiles) True. Lakshat?

Mhanun me mhatala. I'tds all

about meaning of words.

T: OK, so, time up. Can we
have a look at the answers?
Firstone , Tansen knew how to
persuade his teacher.

S1: False.

T: False, how many of you
think ités false.
raise hands) Now check the
meaning of o&6get r
6persuadedé, and t
know what 6 snsweour
0 Per s u aloakéatthe meaning
and then tell me the answer.

SS: Persuade.

T: Persuade, and
meaning ?

SS: (inaudible)

T: Yes, so whatdo you think?
Is the first one true or

SS: (a few) True.

T: (smiles) True.
That 6s why
about meaning of words.

ogetround 'sé

false?

Remember?
Il tsbasi da.l |

Corrective feedback, particularly of pronunciation (eigh, 7,9, 16, 19, 20, 24, 31,

32), was also common during feedback, often through the use of brisk, partial recasts.
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Grammaical errors were also corrected through recasts, both partial and conversational

(Obs.9, 32), as in the following example:

EXTRACT 62: Nurjahan /Obs. 32/10:30

T: What did we do last week? (S 1 raises her hand) Yes?
S1: We write sentence last week.

T: Yeah, we wrote sentences last week. Very nice, and | can say
(S2 raises hand and interrupts )

S2: Read (/ri:d/) sentences.
T: We read (/red/) sentences last week, yes, OK.

Elicited selfandpeec or r ecti on involved thelmusge of
use school or | @bg.9/06:05.&poe compietion of feedbakck? she
would sometimes reégw correct answers to reinforce them (e@ps.21, 25) and she would
often ask learners to write up notes on correct answers for homexgrkops.3, 5, 11, 31),

partly for consolidation of learning but also to reduce pisgendency:

Why | ask them to write at home? Because it will be a kind of linking. Because they
will learn something here. What do they do? Sometimes they just coppthach 6 s
answers. | want to avoid that, so when they get home they will at least try to recall
what happened in the class. (PLI2/18:30)

8770t her aspects of Nurjahanodés <cl ass

Nurjahan frequently | inked | eariencea@bs.i,o0 her
14,18 19, 20, 23, 29, 31), for example, by using example sentences that were true about her
| earners fiWe ar eOby.82 befgre asochooltapriodTandaadlii . 0 (

Occasionally she included activities that focused on study skills Gg.6, 7, 9),

integrated EdTechQbs.2,6 ) , i nvol ved game ©Obs(22 orgtudent A sl ap
presentations@bs.14, 29). While choral reading of sentences, phrases or waads

occasionally observe®fs.14, 19, 24), rote learning was not, and neither were extensive

writing or Englishonly speaking activities.

8.8. Subject knowledge and PCK

Nurjahands Engl i sh pr o€2)faraldourcskills. She exhibed t he h

extensive subject knowledge in the three areas of grammar, lexis and pronunciation, and was

203



able to draw upon this knowledge well in the classroom, providing responsive clarification,
answers to learner questions and appropriate correction as re@guiye0bs.6, 13,27, 31),

evidence of a weltleveloped PCK. For example, in response to a learner question
encountered while monitoring, she was able to provide an impromptu explanation of the
meaning and use ofho tObse3/37120).8inilarexamplefweeei t her
observed in her clarification of lexis and pronunciation. For example, when clarifying the
meaning of fAdeliberatelyo, she came up wit
del i berately pushed med), sqgyun ovrayinmddanian) p(uir p o
With regard to pronunciation, she regularly improvisedtaspot foci on words learners

had difficulty pronouncing (e.gQbs.2,4,6, 7,9, 13,19, 24, 25). The only areas of challenge

with regard to subject knowledge involved cultyambeddedr very low frequencyexis,
suchasth&Engl i sh pronuncOD@slildnaod i AAbDh3ID)yIr és § e (

Her subject knowledge was closely relabedhto learner anaturriculum knowledge,
enabling her to correctly anticipate which words her learners had not previously studied on
several occasions. | asked her once about her choice-tegutethe fairly common item
Apupil 0. She explainedeenthatgwbrdoltdemot
(PLI1/11:30). Sure enough, the learnkasiexhibited no prior knowledge of it.

8.9. Reflection

Nurjahan toolwillingly to reflection during the five po#tsson interviews. She was able to
describe her aims/intentions adllyaand also to identify differences between the planned and
the taught lesson. She evaluated each lesson in critical detail, often aware of both strengths
and weaknesseghe following global evaluation was fairly typical and consistent with her
beliefint he i mportance of r ef | &T/O7t10)gather thanthdre |
teaching:

JA: What are your reflections on the lesson today? How do you feel it went?

It went good. Il candét say it was a grea
hgppy that, as we are progressitite learners are able to identify differences

between verbs, nouns. Sometimes, yeah they do njcmiuse thehbut most of

the time they are good with them. And they are catching up with the pronunciation,
they are doinghe activitiesHaa[Ye§ , but |1 6m not that gooc
because still | find it difficult that, though there are instructions, like work with your
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partner, still they are not that much doing so, they focus on their individual needs, or
thereis not much collaboration, so | have to work on that. (PLI1/03:40)

When | asked her to reflect on the learning of an individual stusleedftenpaused
for some time before responding and then provided a detailed description. On several
occasions, | pueed her to explain how she knew this; she was able to be specific about
activity types, interaction while monitoring, and her observations of their notes, evidence of

her conducting informal formative assessment as she taught:

J A : ho¥ do you observe her a big class, how do you observe someone like that?

When she was doing activities, | was following her, and | checked understanding
personally, because she was showing the evidence, she was giving me answers
personally.

JA: And when did you check henderstanding personally? When you were
monitoring?

Yes, when | was monitoring.

JA: Did you question her or did you just look at her book?

| listened to her answers. She was talking with me, she was giving me evidence.
(PLI3/17:40)

She also found it easy recall specific moments of her interactive reflection
(Anderson, 2019%vhi | e she was teaching) awbBare$hect:
(PLI2/05:28), anchlsoabld o refl ect further on tlhhrese aft
reflectionin-a ¢ t j 189%)0

One quality is that I can reflect during teaching also. Suppose if things are not going

the way | think they should go, Il can c
some activity, and | think, netudents are not responding in that way, thexplain
alittle orsometimeé | change(LH/A@4:1@ct i vi ty

8.10.Professionalism

Nurjahanés commitment to her professional
graduating, she had already participated in a large number of teacher development
programmes, both as a teacher and teacher educatqiHLHl She appeared to be an

eclectic practitioner, mentioning a number of techniques and activities that she had learnt
from mentors and workshops, while also providing evidence that she adapted these
techniques to her | ea EN,eHI)sTais imcleidesihevoabbuldry c o n t
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guestgame and her silent reading strategies, both adapted from British Council training
workshops (PLIIETI) , her @At hunder cl o ustdeodtattention@lse gy t o
29), and her use of meditation to prepare her home class for learning each day, based on a
mindfulness workshop she had attended (FI).

She had been selected for her trainer role eaitly in her career, while on a British
Council training course (ELISS in 2013) and subsequently became a mentor, one of 80,
selected from over 400 initial trainers on a staige project. Other teacher education
opportunities followed, including stateide initiatives (e.g., CHESS), and a recent
mentoring project (ARMS). She was also an active blogger for the British Council and also
operated as an fAambassado rlabgudgeteacreme of | nd
associationsAINET.

During discussionsherevealed the influence of three important personal mentors in
her development British Council trainer, a senior colleague, and also her uncle, a retired
headteachgsee 8.1.2)

8.11.0bserver reflexivity

8.11.1.Reactivity to my presence

Nur j ahan 6 skappmxanately 84 kessan®to get used to my preseieeing our
first postlesson interview (afte®bs.13), Nurjahamotedonly one perceived impact of my

presence, that of higher levels of shyness for some students:

Some students, | can say, they rbayshy to answer, because | told you that, in
general, many of them are ready to find a word, raise their hands and tell me the
word, and | can see that that number is reduced. (PLI1/27:30)

Nurjahan herself admitted being nervous about my visit, and tinaigcthe first few
lessons, she remained conscious of being observed. However, as we began to discuss her
teaching, she relaxed and from dhseeonwards, she describdhuis influence as minimal. |
noticed no changes in her teaching practices as thevalises progressed, except for a
slight reduction in her use of English in class. However, two unexpected impacts of the
observer effectame to light during our discussions. Firstly, she initially presumed | wanted
her to stay on camera during the observations, and vestnf the clasout of view of

206



the camerdess often as a result (PLI2). | reassured her not to worry absu#ritlishe began

to monitor more widely in subsequent | esso
my presence was that she tended to be more focussed with her home class first thing in the
morning, moving on to her English lessons earlier thamsight otherwise do (PLI5b).

8.11.2Per sonal critical refl ections on

Nurjahanés context, | aredrifdressr eenntd asgalnoho It oc O
Di p i iknar@ity contextsalthougha number osharedoractices andbeliefsshould be

evident, some of which linked contextual factors (e.ghelarger classesheshared with

Dipika led tocomparabldehaviour managemestrategiesand otherso personal beliefs

(e.g., her belief in developing learner autonomy ghaii¢h Vinay). These are discussed in

detail in Chapte®.

Three minor concerns emerged during my time with Nurjahan, discussed during our
final i ntervi ew. Firstly, in order to scaf
lot onseveral text comprehension activity types that ran the risk of becoming repetitive.

Even within the constrainthe facedl felt that some lessons could have benefitted from

more variety, such as the use of tbased projects, review quizzes or revigyames to

energise learners. Secondly, on occasion, exam pressure caused her to rush in her grade 10
class. There was less interactive teaching, less checking of understanding, and less use of

group and pairwork

EXTRACT 63: Nurjahan/Obs.15/09:55

T. Wed oné6ét have that much time to do any p
will just revise these questions, OK?

Finally, | saw comparatively little free productive skills practice (writing and
speaking), despite the fact that her learners were capable of free writingycerddeom
several samples taken during focus group tasks. When we discussed this, she reflected that it
was not a focus of the current fAtextbookso

free writing practice i we,elosertodheexas;FeEll:06).t h
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8.11.3.Respondentvalidation

Nurjahan provided written feedback on my case description. Shenpesssed, both bye
accuracy of my observations (Al was amazed

t eac hi ngndmy neoee sridical reflections, which sinéencedto take on board:

Regarding your reflection on my teaching, | agree with whatever you have

mentioned. Regardingnthclass, | know I did hurry there but that was due to exam
pressure and the low response | was getting from them. But | won't ask you to change
it in your drdt. Regarding other aredske more creative tasks and avoiding

repetition, I've started working on it. (R28.02.21)

She felt positive about the whole process, and clearly valued her participation in the project

as a motivating force:

This whole projechas widened my experience and shaped my teaching practice a
lot. Especially in a place where your strengths are often dismissed and you become
the mere victim, something like this project works like a wonder. It has given me
confidence to move ahead notteawhat comes my way. Hencefgnithenever [I'll

feel low, I'll always refer to this case description. (R302.21)
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Chapter 9. Cross-case analysis by domain

9.1. Introduction

The three ase descriptionaboveprovide detailegbortraitsof threeof the participant
teachers (PTsthosen as representativetiogé diversity among theight PTsAs such, they

serve toaddress the first research question of this thesis:

1. What are the features of the pedagogic and professional practice, related cognition
and beliefs of eight expert teachers working in Indian sptasored secondary
education?

This chapter builds on this mffering comparable insight into similar featsréor the

remaining five PTs, buaims primarilyto address the second research question as it does:

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

features?

It provides a detailed comparison of all eight Rlbweringthe same a&tegoriesand
orderof Chapters 63, but includng furtherquotes and lesson extracts, primarily from the
remaining five PTs to ensutieattheir practices are alsepresenteth some degree of
detail. Two primary proceduresvereconducted during crosssse analysi$o arrive at the

findings presented belo(gee 4.6.2)

1. The initial analysis oEommonalitiesamongindividual cass, for whichthe
comparative spreadshesmtdcommonalities mindma@ppendiceO and B were
instrumental

2. Thediscursivecrosscase analysjsvhich focused on thgtructuringcategories
(rather than participantss an alternative means to interpret the.data
Indicationsof PTs for whom an evidence claim is made are providdaacketqe.g.,
R/S/K = Raju/Shekh&uheli) to offerdescriptive validity (Maxwell, 2012a) alongsitie
extracts and quotggesentedo ensure theich data and thick descripti@xpected of
rigorousqualitative researcfiracy, 2010) At times, observations afe 33 non-participant
(English)teachers (NFE]Ts) are also referencédr comparisonparticularly where a

phenomenon observed wlasslikely to be influenced by the observer eftect
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9.2. Beliefs

Several beliefs were identified that were prominent in the diseus$isix or more of the

eight participant teachers (PTs); two broadly affectindouilding selfconfidence and

engaging learners)hree pedagogi@n constructivism, ensuring learner understanding and
preparing learners for examed one languageelaed( i n i nvol ving | ear n:¢

learning process)rhese were often related and linked to other, less prominent beliefs.

Seven PTs (R/V/G/D/N/M/K) expressed a strong belief in the importance of building
| e ar n eestesed/seitenfidence, both as means to facilitate language learning and an
aim in itself. For three PTs (R/G/NXhis was often discussed with reference to the most
disadvantaged students they taught. Gajanan discussed the struggle that such learners face ir
accessing educatiphlurjahan (se®.2.1) and Raju mentioned the importance of avoiding

labelling learners:

So here the society and the teachers maybe they labelled them like they are duller, so
they still believe that they canodot do t
they are not doing well, so our main challenge is bringing the confidence to them and
making them believe you are real students, you can do anything, like other students.
(RajuETI/13:42)

Dipika and Manjusha saw building selbnfidence as a means both &velop learner
autonomy (se&.2.9, and strengthen sdtielief in exam success (sé8.3. For Kuheli and

Vinay, confidence building helped to increase participation of shyer students in learning:

So | feel, let me find out what is the comprehensioellef’the student who has not
raised her hand. So sometimes | start with them to give them the confidence that yes,
you are on the right track and you are not neglected in the (faggeli/PLI1/6:00)

Closely related to this belief, five PTs also discdgbe importance of their learners
achieving success in |ife (R/S/ D/ N/ M), wha
(see7.2.4. Manjusha and Raju referenced the potential that all students had, and both
Nurjahan (se8.3.1) and Shekhar, oftehrough their teaching, conveyed the belief that

everyone has strengths and weaknesses, yet can achieve success:
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EXTRACT 64: Shekhar /Obs. 19/07:00

T: Tyanni tyanna sangitla, ki T: He told him that every man
every man is unique in this is unique in this world ,
world, tuzyamadhye pan there will be something in

kahitari asel tut e shodhun you that you should find , and
kadh, and then he found ki then he found that his voice
tyanchya awajamule te made him world famous , SO
jagaprasiddha zel, vagaire like there are always other
vagaire, so like dusare kahi qualities, and there is

durgun astil tr konamadhye definitely virtue in

kahitri sadgun nakkich ahet. everybody. So your goal in
So aapan jar goal jivanamadhye life, if you set one, you
uddishat set kela tr aapalyala will achieve success .

success milnar ahe

Six teachers (R/V/G/D/M/K) expressed a strong belief in the importance of engaging
learners in the lesson content/topic and/or the language learning process for learning to
happen effectively, alssuggested occasionally by the remaining two. Kuheli perceived that
such engagement causes | earners fAto pick wu
(Kuhel/ETl/ 17 : 45) , Raju discussed engagement as
(RajuETI1/10:55) and Dipika (seg.2.]) highlighted the importance of engaging
disadvantaged or disaffected learners in the learning process, also echoed by Gajanan. For

Manjusha the aim was to make the class dali

to convey whatever is itheir mind, and try to tell something about their experiences,
maybe it is related with their life, with their parents, with their background, school
friends. So | keep asking them about that, some interesting things. At that time the
whol e cl abksvbécombat 6means everyone wanh
never ends and nobody remains silent at that tiManjush@ET1/16:15)

Seven PTs (R/V/G/D/N/M/K) made reference to aspects of constructivism as part of
their theory of learning, either directly ezéncing it (it has been regularly promoted in
teacher training programmes in India from the late 1990s; V/D/N/M/K), or expressing
beliefs in aspects of it, such as the dahliula rasaprinciple (se€/.2.2), the importance of
l'i nki ng | e arlives (h22 and®?2.2), &d sociaé corstiuctivist beliefs in

|l earnersdé ability to scaffold each otherds

They also learn from their groups, their colleagues. For example, when they are
working in a pair or in a group, they pick ugns® structures or some vocabulary
also. GajanarETI/2:10)
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Seven PTs (R/S/G/D/N/M/K) discussed the complex relationship between their
perceived (constructivist) role as facilitators of language learning, and their responsibility to
prepare students for ams effectively geeGoodwyn 2011, p. 109). While several echoed
Di pi kads awareness of the i mportahlgteeyof t h
also perceived a conflict between these outcomes (K/M/N/S) and the need for deeper
learning. Nujmdhan noted t hat ex &m3 and Kuhdli tefusechte i r cr
adopt what she call ed a KihelbV/8X1b)sManjushad v 0 mi
| amented the al most obses sManeshdETé5l:60. on fdac
Others (V/GN) perceived that a primary focus on teaching language would prepare them for
the exams, a point recognised to some extent by others. HowaeerPTSS/D/K; see
7.1.]) also revealed an experientialyformed awareness of a more complex dissonance

between underlying language proficiency and exapacific skills:

el have found such students that they w
score well in exa) and in our exandriven system of education, it is the score

ul ti mat el y Sohfeetas arteatherat is sy objective not only to help

them develop that language skill, but also to make the right use of that skill in the

exam hall to score wellKuheli/PLI5/18:40)

All eight PTs shared a belief in the importance of involvinglearns 6 L 1s i n t |
learning process (sé5.2,7.5.2,8.5.2). A number of reasons were given for this belief,
i ncluding the need to develop their | earne
(e.g., grammar rules, abstract lexis, literary deviaesl)cognition (e.g., high@rder and
critical thinking). Formost(R/V/G/N/M/K), this belief related closely to the two affective
beliefsdiscusse@bove (engaging learners and building-esteem)noting that
encouraging L1 contributions maximised engagement, especially of less Eprglisient
learners (se6.5.2 and reduced the Aphobi adBb@AalsoEngl i
7.5.2. Two PTs (M/D) prioritised the importance of meanirghteraction and
communication above language choice, and were willing to sacrifice an Englisly
approach tdacilitatet hi s. Only two (K/ S) espoused a b
(i.e., English) use among learners but both were alsceanfdhe role of L1 in progressing

towards this goal, as Kuheli reflected after one lesson:

| was trying to make sure that everyone contributes something to the discussion and
speaks the target language, but | was not really forcing them to use the target
language from the very beginning of the discussion, | was observing what they were
doing in the group. And when | saw that, yes, groups were talking about points that
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really matter | would go close to that group and asked tt@K, now, yes, your
thinkingis right, and think how you will say that to me in English
(Kuheli/PLI3/19:20)

An emphasis on ensuring learner understanding of content was prevalent in the belief
systems of seven PTs (V/S/G/D/IN/M/K; sé.1). Relationships to six other themes on the
commonalities mindmayere identified: two related to languaging practices, specifically
translanguaging [2f and use of L1 [2] as means to increase understanding. Other related
themes include selective curriculum coverage (to allowe to prioritise unlerstanding),
guestioning and nomination strategies and specific aspects of feedback as means to check

and reinforce understanding.

Several beliefs were sharathonga smaller number of PTs. When asked whether
language learning was similar or differenbtber types of learning, five emphasisedt tib
wasdifferent, discussing the importance of usage and skills practice in language learning
(K/ M/ VI SI N): dAit is by doi Kgel[ED/O200, plsosaek t a

6.2.2, oremphasising he Afuncti onal useo of Il anguage
the i mportance of developing their | earner
(see8.2.3).

Beliefs that were important for just one or two PTs included Shekhar ancaDipgk
belief in the role of the teacher as mor al
belief in the importance of rephrasing/processing tasks. Kuheli espoused a belief in task
based learning and Gajanan in fighting social inequality and |lgawithout fear, likely
emanating from challenges that he faced growing up as a child from a highly disadvantaged
(SC)background.

9.3. Interpersonal practice

9.3.1.Relationships

Observed relationships between PTs and their learners were largely consistent with the t
shared affective beliefs in building sel$teem/seltonfidence and engaging learners in

30 Numbers in square brackets in this chapter indicate the number of PTs for whom a relationship was identified
on thecommonalities mindmap
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learning. Alongside these, &Tsdisplayed evidence that they enjoyed their teaching, built
relationships of mutudtust andrespect with their learners ahdis a resuét hada positive
rapport in the classroom. This was linked to extensive knowledge of their |€areeds,

which were catered for variously.

There was clear evidence that building ®slfeem/confidence was a regular feature of
the practice of laPTs, particularly in the supportive personalities displayed in class. More
relationshipg16) were found between this theme and any other ondhemonalities
mindmap highlighting its pivotal role. Positive reinforcement (praise), as the most obvious
manifestation of this was common in the lessons of all PTs, although this was rarely
gratuitous, more often responsive to individual achievemantsoften seemingjncere

sometimes heartfe{alsoseeextract37):

EXTRACT 65: Kuheli  /Obs. 24/32:20

T: (monitoring learners) She has done a good thing, she has made
a chart.

EXTRACT66: Gajanan /Obs. 28/28:30

T: (smiling) You have done a very fantastic job!

This praise was sometimes differentiated, with lower achievers receiving praise for

minor successe(G/D/N/K).

Seltesteem was also a focus of individual support provided to learners, particularly
while monitoring (S/D/N), and bolstered through specific practices such as making
intentional errors, often playfully (S/G/M/Ksge extractsZ 77), andeverd i n Manj us ha

cas® pretending to lack general knowledge that she knew her learners possessed:

EXTRACT67: Manjusha /Obs. 20/19:40

T: Mujhe needle me thread bhi, T: Ican't even put the thread
daalna mujhe nahi ata .( SS inthe  needle. (SS gasp with
gasp with  surprise) To kaun surprise) Then who is

hoshiyar hai, me hoshiyar , ki intelligent , am | intelligent

tum hoshiyar? or are you?

SS: (S3 points at the teacher. SS: (S3 points at the teacher.

All laugh.) Haa, ma 6 a m. All laugh.) Yes, ma 6 am.
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T: Nahi, silai ke kaam nahi T: No, t hat i snot sew

hai. Silai ke kaam kaun is intelligent in sewing, more

hoshiyar hai, me bhi se zyada? intelligent than me?

SS: (several, laughing) Ham!/ SS: (several, laughing) Wel /
Ham madam. We are madam.

P T stiong beliesin engaging learners in lesson contertealso reflected in
classroom practices. Links were identified to 12 other themes moth@onalities
mindmap many of which shed illustrative light onto how they did this: through linking
|l esson content to | ear ne 18870, thtough thew willingnesser e s
to give learners agency in language choice §&&@, 85.2), through the regar use of

interactive whole class teaching strategies {s@€), and throughheir use of humour.

The impact of such engagement became apparent thtieeigicreasing attendance
participationand seating choices of learners challenging new clagbat Gajanarwas
teachingat the start of the academic ye8everal gradually movadwards the centre of the
classduring the observation perigdee Figure28 and29). His postlesson reflections
corroborated this:

Day by day | feellikeoh, t hey are progressing now.
with them that they are moving forward. | could also see for example the behavioural
changesirburese he was al s o ,imojalimo@li 6 o mtneeme an s
had fun, we learned sandso.(GajanafPL16/28:00)

All PTs regularly displayed evidence that they enjoyed their teaching, with smiling,
humour and jokes frequent in most lessons. While jokes covered a wide range of topics, PTs
avoided making jokes about learner errors. For exampleeKuh 6 s |j okes cover
as (imagined) inappropriate use of an informal register (Obs. 4), comic characters (Obs. 14),
personal anecdotes (Obs. 17), a school picnic (Obs. 24), groupwork (Obs. 25), apostrophes
(Obs. 28) and arow that regularly viged the classroom window ledge each morning to caw
for several minutes (Obs. 12, 21):

EXTRACT 68: Kuheli/Obs.12/13:50

T: Listen to the sweet voice of the crow. He wants to join us.
(students laugh) Maybe he has found some similarity with my
croaked voice, thatds why he has come!
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Figure 28

First observation (7) oG a j a n98 cla8s$25/07/19)

Figure 29

Final observation (37) o5 a j a n98 ¢la8s¢07/08/19)

Personal knowledge and understanding of learnersalearly important to

relationships (se8.4.1, 9.7). All eight PTsunderstood the more general backgrounds,
challenges and interests of their learners, sometimes disgtissfibackstories of
individuals during PLIs (se4.2) and six had good memories namesusingthem

regularly inclass (seextract£2) . I n three cases there was ¢
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call ed Aunconditional positive regardo (19
sources of their Al ov gS/RN\KfoMNHeiGéaMers varied, i c ar e
none were seen to blame their learners for their difficulties during discussions with me or
colleagues (see.9), instead expressing understanding and empathy8(@de7.4.1):

If, in their family, brokerrelationships are there, and these conflicts are there, then it
affects their emotions, and the students, they think about, instead of concentrating on
the studies and what teacher is saying, their mind is at home, so that becomes very
challenging for stueints and for teachers to divert their mind towards learning.
(Manjush@ETI/42:55)

They also avoided criticising learners in frontlodir classmates practice witnessed
in the classes of seven of 26 Aparticipant English teachers (NPETS) observed.

Particularly evident in several teacher :
older learners (grade$ 20) was the importance of mutual resp(seé.4.1 and the need
for what Kuhel: c a | IKehdl/ETI/A3:4b)eAl leastiwo RTs baivp o f
themselves as role modédbr their learners (S/D) and three gave regular moral guidance to
them (S/D/R). Several provided regular paastsupport (se&.4.1, 84.2), evidence of the

close onnectionbetween relationships and behaviour management.

The adjectives | most frequently used t
individual case descriptions included patientifges, encourging (4), caring (4), gentle (4)
and warm (3). Likely as a result of this, their learners were observed to contribute regularly
to lessons (more so than in lessons of NPTs), including a willingness to ask questions or
request individual support, particuladuring teachemonitoringof seatwork(seeextracts
14, 56), but also at other times. In some classes, they were also willing to challenge each
other, even the teacher (Kuheli welcomed this), make suggestions (G/M), negotiate (G/N/K),
and even offerjoks (S). For Gajanan this cul minate:qt

without fearo (also R/ M), which he felt wa

They were feeling at ease in the pairwork.
JA: Explain a bit more, why?

They were feeling muse they had no fear in the mind that someone is pressurising
me to answer it.GajananPLI6/12:45)

There was also consistent evidence that seven of the eight teachers (R/V/S/G/D/N/K)

regularly (and the eighth occasionally) adapted their learningtocateor t hei r | e
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individual needs. This included the provision of differentiated extension tasks for fast
finishers that allowed them to spend more time with less able learneB&7qgkalso D/K),

and also differentiated feedback appropriate thead e ar ner 6 s pr ogr ess.
while monitoring (se®.7.5) and giving feedback on written work, including this example

forone of Kuhaetievees hi ghest

EXTRACT69: Kuheli  /Obs. 27/20:20

T: (approaches student) Tanisha , take. Jeta paltanor palte dilam.

[ I changed that .] But for these two, | have just marked because

you knew the spelling, and here, l 6m not
sentence starts. OLater 6, if this is the starting of the

sentence:  OlLater, the boat became unsteady 06,and Oboatwere 6. Why
Owere 6? OThe boat clashed with the rising wate r 6. oMwereb is
necessary. This way | have just ( inaudible ). This is a spelling

mistake. Check the spelling in the dictionary so that you know

the right spelling, check the spelling of Opleasant 6, and this

one | have directly corrected. OK?

Differentiation was also noticed in language choice and behaviour management (both
discussed below). Unlike 12 of the 26 NPETS observed, the eight PTs rarely, if ever, taught
to the top of the class (a commprractice across India; Banerji, 2019b), and were more
likely to plan activities and pitch questions to the mean ability level, leadingreased

paticipationacross the class (see 7,817.6)

9.3.2.Behaviour management

Behaviour management challenges and practices varied among PTs. Relationships to a large
number of other themes (13) in tbt@mmonalities mindmajmdicate that this was an

important area of practice, particularly for the three (S/D/N) who worked with large classes
Several of the relationships were to specific challenges, others to preventative measures and
others to responsive measures. In thesda of four PTs, inappropriate learner behaviour

was rare R/V/S/K), likely due either to fairly small classes (R/V) and/or established teacher
status (e.g., Kuheli as deputy headteacher). For the remainingfietaskbehaviour was
sometime®bservedandlinked to a variety of potential causes. For those working4n co
educational schoolfR(V/G/N), such behaviour typically involved male learners in higher
grades (P10), many of whom had, for several reasons (principally low attendance), fallen
behind n their studies, and, as a result, wavenetimeslisruptive or disobedient in order to

save face in front of peers.
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A range of strategiesaveobserved among PTs for both preventing and responding to
inappropriate behavioufwo particularly strong preveative strategies discussed above
werethe positive rapporthat all PTs cultivated and theibility to engage learners in the
lesson focus (se&3.2). This included drawing dn e a r livess ansl imterests to provide
examples, engaging them with humamd involving potentially disruptive individuals
directly. Gajanan, for example (also $e£.2), during a lesson on goal setting, linkegl th

theme to the cotton farming ambitions of a frequently disruptive learner by asking:

EXTRACT 70: Gajanan /Obs. 38/2 9:05

T: How many quintiles of cotton do you expect to get this
harvest?

When inappropriate behaviour was spotted, two teachers particularly (N/D) exhibited a

range of effective strategies to minimise disruption. Most often, they spotteskff

behaviour early and nipped it in the bud,
brief but firm reminders, also seen occasi
example, at the start of Ritesijeecavedthidausucha hano s

reminders, but required none afterwards:

EXTRACT 71: Nurjahan /Obs. 21/0 1: 20

T: What should be the first sentence? Bina ?

S1: (inaudible)

T: Yeah, sh - sh-sh, can we stop talking to each other? Ritesh ?
Paris persuaded Helen to run away with h im, yeah. And what

happened after that?
S2: (02:05) Paris wanted to take revenge on Troy.

T: Yeah, because of that, becausmoticesf dfar i
task behaviour) Ritesh , | hope you will pay attention. Sit
properly. ( pauses for a second, then continues) And because

Paris eloped with Helen

T: (03:00) Yeah, Greeks sailed to Troy, they sat in the ships,
they sailed to Troy, and they laid siege to the city, right
Ritesh ? (pauses for a moment, then continues)

Also common, especiglifollowing repeated misbehaviour, was the practice of giving
brief peptalks to individuals after class (N/G/M), following which improvememéseoften
observedThis avoided the need to humiliate learners in front of classmates, which violated
the belid in mutual respect expressed by several. Two PTs (N/R) exhibited a differentiated
approach to behaviour management, willing to be more letudedrners with particular

personal challenges (s8d.2).
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Other strategies tended to be individualandcdarsep e ci f i ¢, such as I
and aural presence, which was appropriate both to her own attributes (e.g., a powerful voice)
and her context (crowded urban classes). L
seating plan and meditation eanbrning was facilitated bthe practice ofeachers starting

each day wi t,motdshdomakchaof as s es 6

In the case of two PTs (G/M), disruptive behaviour was observed more frequently,
due, in part, to a belidfoth heldin providing learners with more freedom to manage their
own conduct in class. The more extensivetafik behaviour that this sometimes led to,was
both felt,a price worth paying in order to have more egalitarian, dialogic interactions with

learners:

€ fihey are learning with their natural surroundings, then learning takes place. If |
interrupt them in between under the name of discipline, | stop them, so the learning
coul dnét take pl ace. Let them do the no
hustebustl e é because that is also necess
them. Then only will they learn what is good and what is bdenjush#ETI/13:20)

While both also demonstrated the abilitydontrol learnersf exuberance got out of
hand less effective behaviour management strategies were also obsethed classes
such as requesting |l earners who had not be

which often took a long time, and caused a drop in lesson pace.

Occasions when appropriate behaviour required specific sanctions were rare. For
example, two teachers (D/R) once asked disruptive learners to stand in their place until they
were able to successfully answer a question during whole class teaching. Excluding
occasional lipt slaps (one PT onlyphysicalpunishmentvas not observed, and no
examples of exclusion, assignment of extra work, or referral to a senior authority as
sanctions were seen, although it is recognised that this maygdeet, a result of reactivity
to my presence as a temporary, external observer. Certainly, corporal punishment was

widespread in several schoeisited

9.4. Languaging practice

While there was noticeable variationP Ts 6 own | an g allavgreLtus e choi
inclusive in both their beliefs (see above) and practices, priorifisargerparticipation over
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the need tanaximise thauseof English All PTsalsousedthe r | ear nelras 6 p
times themselves, particularly when interacting watrhers with lower levels of English
proficiency. Translanguaging was common for all PTs and the norm for most of their
learners when engaged in collaborative learning activities. Written langagadewever,

involvedmainly or whollyEnglish.

9.4.1.T e a ¢ hlamguaging practices

Significant variation was observed among PTs with regards to languaging practices,
influenced both by contextual factors and individual differences in how they taught. Five
taught mainly in English, two mainly it 16** and one balanced the two (Skable 14.
Relationships were identified between their use of L1 and twelve other themes in the
commonalities mindmapndicatingthat it played an important role for most of the PTlsis
includesa very strong link5] to the theme of scaffolding learning, which was regularly
accomplishedhrough L1.Table 14summarises the purposes for which different teachers

made use of L1 in clasalsoprovidingaverageso reveal commonalities and differences.

roi

n

However, it should benetd t hat there was al so noticeabl

langua@ balance, depending on who they were teaching (differences bebotrriasses
and learners), what they were teaching (L1 increased in more cognitively challenging

lessons), and what adty they were doing (se@.5.2. Given thatfor most translanguaging

was the norm, these complex practices are better understood as a continuum of resource use,

from L1 mainly(where the grammaticéimatrixo [Matras, 2009jas L1, but English
resourcesvere occasionally included) #nglish mainlywhere English dominated), thus

these two terms are used in the discussion below. As such, translanguaging was one of

several prominent commonalitiasmongPTs, and is discussed later in this section.

For all PTs, English served as the default written language in materials and on the

board, although occasional exceptions included noting translations (S/R) and phonological

features of English through L1 (G/Mh the board (see Figures 30, 40).

S8Actually the school MOIl; learnersé6 individual
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Table 14

Comparison of teachersd uses of L1

Function Raj. Vin. She. Gaj. Dip. Nur. Man. Kuh. Mean
translation of difficult lexis

intextto L1

explaining conceptually

difficult conceptqgrammar, 2 1 2 3 3 3 3 2 2.4
metaphor, etc.)
interpreting text content
(crosslinguistic mediation)
tutoring learners wite
monitoring

repeating after English to
ensure understanding (e.g., 3 3 2 1 1 3 1 2 2.0
instruction, question)

giving advice (e.g., moral,
for exams, for homework)
administrative (e.g., roll call,
school information)
formative assessment (e.g.,

3 2 3 3 3 3 3 3 2.9

3 0 3 2 3 3 3 1 2.3

1 2 2 3 3 2 3 2 2.3

2 2 2 2 3 1 3 1 2.0

1 1 2 2 3 3 3 1 2.0

text comprehension 1 2 2 1 3 1 3 2 1.9
guestions, CCQ3

building schemata 1 1 2 2 2 1 3 2 1.8
general classroom/task

1 1 2 2 3 1 3 1 1.8
management

contrastive analysis (e.g.,
syntax, pronunciation)
translation to English as a
pedagogi@xercise

written text (e.g., on board,
on chits)

Average % of L1 us# 30% 12% 47% 25% 72% 24% 85% 11% 38%

2 0 1 0 2 1 2 2 13

1 0 0 0 2 2 1 2 1.0

1 1 1 2 0 1 1 1 1.0

Notes.Scores were assigned as follows: 3 = frequently; 2 = sometimes; 1 = occasionally; 0 = not
observedl. Concept check questions.lA use percentage was calculated as a proportion of total
words uttered by the teacher in transcribed lessons (Shin 2020).
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Figure 30

Bilingual boardwork including Telugu and English (Raju, Obs. 17, Gr. 6)
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Several teachers believed in the importance of providing exposure to spoken English
through classroom | anguage (R/ K/ ®)s,phwha&to
(RajuPLI2/09:15). Gajanan also provided simplified spoken stories (mainly from the
textbook) as live listening activitiesourPTs R/G/N/K) also regularly engaged in English
mainly chitchat with learners, particularly at the start of lessonsmes such as the

weather, their weekend, an unexpected event, or involving more playful language use:

EXTRACT 72: Gajanan /Obs. 17/09:55

T: On page number eleven, you have some ,S ee, on eleven, go

quickly, page number eleven (claps his hands) on eleven now. Haa
[ Yes], what colour is the page? Patkan, sanga konta ahe. [ Tell me
quickly. ]

SS: Green!

T: Oh, | think brown.

SS: (surprised responses including) No! / Green. / And white. /
Green and white.

T: Really? Ités green colour? (smiles, fe&
SS: And white.

T: Really? OK, OK. Now, how many sentences are there?

SS: Twelve.

T: Twelve, OK

All except one PT consciously simplified their English to make it more accesgible fo

learners. English was often used for classroom language (sometimes alongside L1 for
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reinforcement; seextract46) by the five Engliskmainly PTs (occasionally by the others),
and also to provide simple feedback to learners (e.g., praise, remindexstraeeb).

There was occasional use of English to explain unfamiliar lexis (K/N/V) and to explain or
elicit explanations of text content (K/V), although these were more often done using L1.

The most common use of L1 was for translaf@emetimes elicited) of difficult lexis,
either while preteaching it (mainly Nurjahan), or while interpreting texts (S/D/R/M/G/N
see 9.6.3 Also common were uses of L1 to explain/elicit/check complex concepts (see
extract ®) or text content (se€able15), and to provide individual support to learners while
monitoring (se@xtract6). This wassometimes differentiated ([8/K), involving more L1
with less Engliskproficient learners, such as Gautam in the following example (#ésh

more proficient):

EXTRACT 73: Nurjahan  /Obs. 21/21:50

T: Aish done? OK. Show me. T: Aish done? OK. Show me. Yes.

Yes. (then to his neighbour) (then to his neighbour) Gautam,
Gautam, tithe nahi shodhaych. itds not to be found
Shevatche tin paragraph said the last three paragraphs
mhanelela. Sevatacya paragraph The answer is in the last

madhye uttar ahe ani ata tu paragraph , you were not paying

laksa nahi dila apan bolata na. attention while we were

Ai s h, help him pl eas talking. Aish, help him please.

give your answers. Try, show Donét give your answt
him where to find. Kuthe show him where to find. Show
shodhaych te dakhav tyala. him where to find.

L1 was also the default language faptalks and administrative interactions (e.g.,
taking registers, school announcements), although note the exception in exbralciv@
Slightly less common wereuseofiidai nl'y f or buil ding/ checkir
schemata/prior knowledge, afat informal formative assessment.

Translanguaging was frequent for all except two PTs (K/V, who translanguaged less
often),evidentin numerous extracts above and below. As well as the more traditional
functions for L1 use ifable 14 this included a number afiore complexractices. For
example, after eliciting L1 contributions, they would ofseaffold to Englishby translating
or eliciting translation of the contribution in English, usually spoken (R/V/S/G/N/M/K; see
extract %), but several (M/S/R) also made use of the board to provide supporting notes in
English (see Figurdl).
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Figure 31

Manjusha providing supporting notes ("points") as she scaffolds to Erf{gitsh 8, Gr. 9)
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While all PTsshaedL1-inclusive beliefs and practicésee6.5.2,7.5.2,8.5.2), there were

clinal differences in how the latter manifested themselves in. Haseli espoused a belief

i n maximising Atarget | anguageo use, gent.l
English, and putting more concerted pressure on stronger learners to use English during
groupwork (i.e., differentiated expectatio
L1, but allowed it for pragmatic purpos@sd also expected learner cobtiions during

whole class teaching to be in English, noting once:

7z

eif they give answers in Marathi to my
point. (ShekhatET1/25:40)

The remainder wenegularlywilling to sacrifice maximal English use to ensure
inclusivity and engagement, as in the following example in which Gajeeranits a student

to retell an English story in L@Marathiy
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EXTRACT 74: Gajanan /Obs. 12/09:40

T: Haa [Yes], Sandhya,come. (inviting S 1 to front of class)
S1: Sir, Marathi?

T: OK, Marathi, you can try in Marathi first of all. But briefly,
Haa, thodkyat, thodkyat. [ Yes. Briefly. Briefly J(T indicates
space at front for her to come forward) Come.

Both Shekhar and Kuheli alstlowed L1 if they noticed learner difficulties with
English:

EXTRACT75: Kuheli  /Obs. 22/13:30

T. Boll [ Tell (me)! ] You can speak in Bengali, if you like.

When interacting with each other, learners in all classes most often used L1 mainly or
translanguaged. When translanguaging was noted, this typically involved the embedding of
key English metalinguistic or lexical resources from a text or writing task into a L1 mainly

matrix:

EXTRACT76: Kuheli  /Obs. 25/24:30

S1: (composing) We had decided S1: (composing) We had decided

S2: Khali khali kaekta words S2: Only some of the words are
er her pher ache (pause) , different (pause) , the sentence
sentence eki . Oibolna we had isthe same . Hey,say we had
decided ki korechilam ? decided whatwedid *?

S1: korechilam  (thinking) S1: wedid (thinking)

S2: iccha puroner , English S2: to fulfil your wish, what
ki ? Amar iccha chilo sea isitin English? My wish was
voyage e jabo (inaudible) togoona sea voyage

korar jonyo. (inaudible) todo .

S2: | had a wish (inaudible) S2: | had a wish (inaudible)

tarpor likhbo je or puron hoye then we will write this wish is

geche icchata. fulfilled

S1: Puron hobe . (inaudible) S1: W get fulfilled .

korar jonyo . | (pause) korar (inaudible) todo . I (pause)
jonyo? to do?

S1: fulfil my wish? S1: fulfil my wish?

S2: fulfil, ha, fulfil, fulfil S2: fulfil, yes , fulfil, fulfil

my wish. my wish.

The only regular exceptiow this involved the more Engligbroficient learners in

Kuheli 6s strongest c¢classes (higher SES | ea

discussions mainly in English.
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While L1 dominated spoken language use in class, learners amddionallyelect to
use English, eveif there was no pressure for them to do so (M/N/D/G/K/V) and there was
alsorevi dence, particul arl y itnhaMa nljamdahgasgiag 6a ntd
practices often mirr orbsatdwith dachiother anetheddaaher 6 s
The followingexampleinvolvesentirely English lexical resources connected through Hindi
grammatical resources and word order as a learner @spaoeaningfully upon spotting an

intentional teacher spelling mistake:

EXTRACT 77: Manjusha /Obs. 26/27:50

S1: Ah madam, badminton ki S1: Ah, madam, the spelling of
spelling wrong hai ! badminton is wrong!

While they completed exercises armmposition work almost always in English,
learners would make use of L1 for informal notes, particularly on aspects of lexis, either in

notebooks, or through annotations to textbook texts (see R2§une p.194).

9.5. Curriculum coverage and planning

Textbok use tended to dominate most PTsd | esc:
supplementation with other activity types, adaptation to learner needsimedse of

TLMs. With regard to planning, this tended to be mainly or wholly mental for mos&PTs,

fast, automated procesasth little written planningevident Nonetheless, evidence emerged

that PTs taught less effective lessons on the few occasions when they did not h&ve time

plan

9.5.1.Curriculum coverage and TLMs

In all three curriculum authoritee(Telangana, MaharashtraggfBengal), given the strong

link between textbooks (as tkhe factocurriculunt see 2.3.Band exams, and the strong

emphasis on exam success in &khools, it was not surprising that there was extensive use

of thetextbook(in over 75% of lessons observed). However, five of the eight (V/S/G/D/K)
made use of it selectivelwhile all covered the longer texts thatenappeaedin exams as
Afseen textso, sever al avoided the swsandeque

literacy practice) that usually followed. Vinay avoided them altogethei6(6e®, Kuheli
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frequently skipped easier ones, and Manjusha and Gajanan often found it necessary to
simplify or substitute them with easier activities. Twelve relationsigre identified

between curriculum coverage and other themes ocaimenonalities mindmapncluding

several that were causal (low learner interest in school, material that was too challenging for
learners and exam washback), leading most PTs to regdé&pért from the set curriculum

in order to make learning targets more realistic, content more accessible and relevant

(through personalisation) and to maximise learner engagenisotsge 6.6)1

| follow the syllabus and | follow the textbook basicalind | try to make the
textbook alive to them, but | dondt rea
to integrate their knowledge about other things, other topics which can be associated
with the topic given in the textbook and that way | trgltaw them out of their shell,

so that they become easy in the class and they start talking about things that they
know interest themKuhel/ETI/15:50)

For Dipika, the academic year was heavily structured by the schodl.§ske For the
remainder, ther were two or three set exams each year, and they were free to structure
learning between them. Most PTs were expected to finish the curriculum within the first half
of the academic year, and then focus on exam preparation for the second half, althaugh mos
took a little longer than their colleagues to complete the textbook materia&gggefive
were observed to progress only when they felt their learners had undelsteed ¢n
formativeassessment, see below; N/R/S/K/D). Vinay and Manjusha also made space for

regular project work.

Alternative TLMs werdrequentlyused by two PTs (S/M), sometimes by four
(R/VIDIK), and occasionally by two. Shekhar often made use gppree par edd Ac hi t
flashcards and Manjusldtenused computeprinted materials in her small classes (see
Figure32). Dipika and Kuheli both used supplementary exercise hdikga for exam
practice and Kuhefior grammar exercisesvhich werecopied to the board as tifentiated
extension taskfor fast finishers. The remaindeere more likely tsupplement textbook
content with resourceless activities; appr
based, most of Nurjahands | eisrsaotinites writtemanl v e d
the board, and both Gajanan and Raju occasionally improvised listening activities based on
textbook texts as well as owdf TLMs, such adlashcards and games (see Figs@g
AAut henti c materi al s 0 sometimes by tworfIs(V/Bliteigy el vy r
Vi nayds us e aodbccasienaly lypy opr éRVCIKYN). Educational technology
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was important to the practice of only one PT, Vinay @&G8el); of the remainder, four
occasiondy (R/G/N/K) and ongM) sometimes usel their own mobile phone in class to

show videos, play songs, or Google information in response to questions and interests (i.e.,
unplanned uselwo made no use of technolady

Figure 32

Manjusha using differentiated photocopiable resources in smalledgq&3bs. 26, Gr. 8)

Figure 33

Raju makes use of a chess board and pebbles as (uds 16, Gr. 7)

Excl udi ng $nountedvaige ansplifieri p
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9.5.2.Planning

Only one of the eight PT®ipika) wrote plans for every lesson, a requirement in her school.
Two (S/N) sometimes made personal notes or annotations in the textbook that they often
referred to in class, and the remaining five rarely or never engaged in written planning for
lessons. Howevethere was clear evidence from observatbRTs written and spoken
discussion, preparation of TLMs, and ptestson interviews that planning did take place for

all, albeit as a mental activity for the majority (€@.2):

[My planning] containsmore e f | ecti on, | ess writing &
advance what | would be doing in claSh€khatETI/30:45).

For most of the PTs, planning tended to occur primarily on a ldsstesson basis,
although for three (V/S/M) longgerm planning for projectsr extended topics was also
noted (e. g., Vi nay dessorpcyctes, with texd interpredatioS imthé&c h ar 0
first and groupwork in the second).

Observations of the planning procéssorroborated during interviews and a think
aloud protocol tdsd indicated that this involved looking through textbook materials for a
given |l esson, considering their appropriac
activities to cover (D/S/R), and whether to supplement or replace with alternatives
(K/M/IN/S). Fa the two who regularly wrote notes, these included specific question items or

activities that they planned to use in class (searEigd).

Ti me estimates for planning per | esson 1
ALI35 mi nut e s ohoyglsthesekincraased whemthely used bespoke TLMs
(M/R/S). Planning occurred both in the staff room (observed for all) and at home
(R/SIMIKIN). Three (G/R/Kjacknowledgedon occasionto have done nar very little
mental planning for a specific lessaue either to workload challenges or schedule changes
differences weresually evident to planned lessdnthe latter oftennvolvedmore

cohesivesuccessful activities.

Causative evidence emerged foleast fou PTs that planning was made significantly
more difficult by two contextual constraints. The first of these was the irregularity of lesson
length; in all contexts, school bells were rung by peons whose timekeeping skills varied
greatly. As a result, lesssnvhich should have been 35 minutes long varied between 18 and

51 minutesn length(see Figure 35). Similar issues were regularly observed in the lessons of
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other PTs and NPTSs, all of whom were frequently caught short by the bell, and had to wrap
up and gve homework hurriedly, or extend a lesson when no bell was rung. On one
occasion, Gajanan, upon hearing an early bell for the end of a tassevasonthe literary
device of apostrophgrovided the following example of apostrophe in irony:

EXTRACT 78: Gajanan/Obs.20/27:00

T: O principal, give me the time!

Figure 34

Shekhar's written notes for a quiz lesson (Obs. 23, Gr. 9)
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The second contextual constraint influei
difficulty in predicting learnertéendance (see Figure 36), which became evidierihg a
think-aloud protocol activity when Kuheli planned two very different lessons contingent on

learner attendance:

| was just thinking how to introduce the story, and if there are only a few students

whe her it would be right to start the s
to use their schemata, so if only a few girls are there, how appropriate would it be to
start the story right awayKuheli/TAP/00:40)
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Figure 35

l rregul arity

timetables

100%

90%
80%
48%
70%

60%

50%

40%

30%

20%

10%

0%

Raju

% lessons over 10% too short

B % lessons over 5% too long

68%

Vinay

Shekhar

% lessons over 5% too short

of

77

ORI

N
§ 3

AA}Q&.

7777
"
~4

=2
=

s

Gajanan

|l esson I engths in each

V5%

59%

Dipika Nurjahan  Manjusha Kuheli Average

O% lessons within 5% of correct length

B% lessons over 10% too long

Sure enough, only 15% of the learners showed up for the lesson in question, prompting

her to negotiate the lesson focus with the learners:

EXTRACT79:

Kuheli

/Obs. 22/00:58

T: So, you people tell me what would you like to do? | mean
should | start a new chapter, or would you like to talk about
grammar, practice grammar. You tell me. What would you like?

When combined, these two constraiotien made itdifficult for PTs to plan lessons in
di dnot

det ai |

t hey

know how | ong the

As a result, both Htlass negotiation and improvisation weegularfor several PTs (see

below), particularly the three who h#dte most unpredictable lesson lengths (G/N/K).
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Figure 36
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9.6. Classroom practice

Classroom practice was the area where the greatgationwas observedmong PTgsee
Chapterl0) althoughthere were still a number of important similaritisghis areaThis
includes regular reviews of learning, negotiation and improvisation for Pistthe
frequent use of both interactive whole class teaching (with regular questioning), and
independent activity work, both individual and collaboratAdmost all PTs regularly
engaged in active monitoring during activity wopkoviding individualtuition, answering
learner questions and assessing proglessessmentvasprincipally formative and
dynamic, integrated into learning activities, widefibackprovidedboth while monitoring
and after activitied.ess frequenpractices includeé reading &oud, games and free
production activitiesrqonolingualwriting and speaking). Notably, rote learnitngommon

across Indid@ was not observed among PTs.

9.6.1.Lesson structure

Several patterns were noted in aspects of lesson structure across the eight PTs. Five

(R/S/D/IN/K) included frequent reviews of prior learning at the start of lessons, although
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these was uncommon for two. Six includedularreviews midlesson(R/S/D/N/M/K), and
two includedregular signposting and schemata building before new topics oKis
Such reviews most often involved interactive questioning/elicitation (R/N/S/K) as in the

following review of a story from a previou

EXTRACT80: Raju /Obs. 17/02:00

T: So we have completed Half the Price. So have you gone through it?

Chusinra eentikellina tharvatha? [ Have you looked at it after going
home?] Half the price lesson chadivara? [ Have you read the lesson
Half the price?] (SS nod) What are the main character s in that?

S1: Fisherman.
S2: Fisherman, gatekeeper.
Multiple SS: (enthusiastically) Raju [King ]!

T: And the raju [ king ]. So what we come to know from that story?
Who was the wise, wisest one?

S3: Sir, fisherman.

T: Fisherman. Why?

S3: Sir, heé (inaudible)

S1: Two hundred lashes.

T: Two hundred lashes. He asked for two hundred lashes, with the

intention of giving the half price to the? (rising intonation)

SS: Gatekeeper!

T: Gatekeeper. OK. 1 tdéds good. Nownehundred t ¢
sixteen

Reviews at the end of lessons were uncommionat least four cases due to
unpredictable lesson lengths (see above)e#ustteachers were more likely to focus on

homework tasks in the time available (saéract9).

Six of the eight PTs (R/V/S/D/N/K) had a fairly small, identifiable number of
predictable lesson structures that they followed; for example, a predictablerstiio
lessons in which texts were the focus (S/N) or practice activities central (D/K). Pace of
instruction was noted aibrisko or fifas for three (S/D/N), but more dependent on activity

type for five, rationalised by Manjusha as follows:

Always | have to give the preference and space, to give sufficient time to complete
the activity for the students, and give their own pace for learning without rushing
ont o t he MagushaPLi4A4:25 é (

Time on task was high fanost, whercompaedto colleaguesfor two, it was
somewhat loweralbeit for different reasons sometimes beydmrc ont r ol (e. g. ,

responsibilities as senior teacher).
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9.6.2.Negotiation and improvisation

Both negotiation and improvisation were regularly obsemerass Negotiation (when
teachers consulted learners concerning aspects of the lesson content or procedure) was founc
to be frequent for three (G/N/K), regular for three (R/DAvYl occasiondbr two PTs. It
typically involved the teacher either asking tens for their preferences or responding to
impromptu learner requests by consulting the class. While this sometimes included
negotiatingthelessonfocus(G/N/K; see7.7.2and extrac?9), it more often concerned
specific aspects of the lessdar exampé, whethetearners wanted to dan activity
collaboratively or individually (G/N/K), how much timteeyneededor an activity(R/K),

or the order of activities in a lesson (N/K; segract49). On most occasions, PTs agreed to
t heir | ear s buttalwaysNegbtatiormvasgustified through reference to
developing learner responsibility/autonomy and increasing engagement (G/D/N; also see
8.3.2):

JA: Why do you negotiate your lessons with the students?

Because | try to find their demandhat they are interested in, because the students
are aware that, yes, we have left thatedso question, so | want to make them

aware of that curriculum also, the syllabus, and if | go according to their interest, so |
think itds bendfoethemtlsoGajanaPLEB/8:20we | | a

On other occasions, negotiation occurred responsiggher to the level of challenge
learners were experiencing (G/N/K)torspecific contextual factors (e.g., unpredictable
attendance; G/K).

While it is always dficult to assess the frequency of teacher improvisétiwhen
observing lessons for which thesas no written plan, podesson interviews provided
opportunities taonfirm suspectedhstances of improvisatignvhichmost often seemed to
happen in response to emergent student needs, or an assessment of the degree of challenge
an activity, text or topic (se,7.2, but also in response to learner questions or interest in

certain phenomena or topics (sed¢ract &).

Closely related to improvisation, a number of examples of interactive reflection

(Anderson, 2019) were detected and corroborated (duringgssstn interviews) for seven

BA1 mprovi sat i occasiors ehee therteadher made ¢hanges to their intended lesson focus or
activitiesin orderto respond to an unplanned affordance during the lesson.
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PTs (V/ISIG/D/IN/M/K), and confirmed as frequent for at least two (N/K), including
Nurjahandés Aduri n89)c.l alshse rfeddhdeobvi iinnkgd OfnsOt soepa t
(Arendt, 1971) occurred when Kuh&livhi | e assessing her | earne
verb tenses in Englighidentified a misunderstanding:

EXTRACT81: Kuheli  /Obs. 23/07:15

T: (pointing at past simple T: (pointing at past simple

sentence on board) You think sentence on board) You think

this is past perfect? this is past perfect?

S1: Yes madam. S1: Yes madam.

T: Accha. (pauses to think) T: OK. (pauses to think) Sit
Boso (calmly indicates for S1 down. (calmly indicates for S1
tositdown)  Tomader o ki mane to sit down) Do you also feel
haya? Kona Aa Ahika? (mostSS the same? Which s right?

are silent, none confident to (most SS are silent, none

answer) Accha. confident to answer) OK.

It led to her improvising an impromptu review activity.

It was notable that there was a clear relationship between these three prabisses
PTs who engaged in more negotiation gdeavided evidence of more improvisation and

interactive reflection, and vice versa, on a fairly consistent scale across the eight PTs.

9.6.3.Whole class teaching

Whol e class teaching (WCT) was a regular f
practice. It vas usually interactiv¢ and often precededdependent learnectivities.

Relationships were identified between WCT and eight other themes oartimeonalities

mindmap most discussed below as specific practices that tended to happen during WCT

(e.g., qeestioning strategies).

For three PTs (R/S/DYVYCT was the dominant interaction mode, particularly for text
interpretation, which was common in their lessons. In contrast to the text interpretation
observed i n NZR3Bsforthese threedimssa mpre drectured, scaffolded,
translingual proces3able15 | | ustrates the typical stages:s
(also se€&.7.3), after which he would typicallyrganisea brief groupworkfidiscussion

i .e. consistent wi-tldss i Gaaantpedtenthh g et ( 20046k) Awhol e
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activityo. Four other PTs also madecasional use of text interpretation (G/N/M/K); it was

not

observed in

Table 15

Typicalst ages of

Shekhar 6s

Vinayods | es

with exanfipled d e d

sons.

text

Stage Procedure

Example extract

English-only translation

1 T leads into texsection T Thlf b?y, the T Thke b?y, the
: : speaker lives in a speaker lives in a
and/'or reViews prior village. Eka village. He lives in
section(s). khedyamadye rahato a village. We know
to. Khedyamadhye that there is no
light  nastat aplyala electricity (light)
mabhiti ahe. in villages.
(Obs. 14/5:10)
2 T recites, translates and T (conéinyes ) f T (con(';inues ) f
: reading fi | wreading fil
explains a paragraph ofthe " { 2{zant o that tallewet o
text translingually, using aapante talent use talent .Whatis
board to not e vapara. Talent cha talent?  Intelligent
. . artha lakshat aala skills, special
(IeXfcaI Ch‘{”kssee Figure ka?  Hushari, qualities. This
40) in English,also kaushalya, vishesh special quality is
explaining literary devices. 9un. Jar aapan to used to set our goal
vishesh gun in life. (writes o n
kashasathi vaparla to  board) Goal means
setou rgoalin life. goal .
(writes on board)
Goal mhanje uddishta
(Obs. 19/04:00)
3 T conducts brief T: Mhana ekda: Hope. T: Repeat once: Hope.
pronunciation drill of key SS: Hope! SS: Hope!
points. T: Feathers. T: Feathers.
SS: Feathers! SS: Feathers!
T: In our soul. T:In  our soul.
SS: In our soul! SS: In our soul!
(Obs. 15/08:30)
4 T provides time for learner ~ T: Write down the T: Write down the
. points from the board points from the board
notetaking. within two minutes. within two minutes.
(Obs. 21/19:50)
5 T asks or al  T: Where does the T: Where does the

guest(closed s 0
comprehension questions in
either language) on the text
to check and consolidate
understanding.

father go to work?
(some hands goup, T
selects S1) Ha, sang.

S1: City.

T: City. To the?
(rising intonation)

SS: City!
(Obs. 14/21:0 0)

father go to work?
(some hands goup, T
selects S1) VYes, tell.
S1: City.

T: City. To the?

(rising intonation)

SS: City!
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For another two PTeho tended to encourage independent learner reading of texts
(N/K), WCT was common both before reading to build schemata an@ach lexigsee
Nurjahar7.3) and after reading to elicit feedback, provide clarificationcdfea responsive
teachimg (seeextract 6l). For another three (R/G/M), WCT was often more dialogic,
involving two-way questioning (including from learners), text interpretation, impromptu

clarification (oftenusing the boandand discussion:

EXTRACT82: Raju /Obs. 13/03:50

T: (reading from boaoc T: (reading from book)
your maridi has gongurapulsu maridi (younger sisterds |
(a spicy dish) 0 (T pauses has gongurapulsu (a spicy dish) o (T
check) nmaridi means what, pauses to check) maridi means what,
Telugu word?  Maridi ante enti ? Telugu word?  What does maridi mean?

S1: (inaudible) S1: (inaudible)

T: Maridi ante evaru ? T: Who is maridi?

S2: Anna. S2: Elder brother.

T. Anna. Si ster 6s husba T:. Elderbrother . Sister 0's

she is younger, he is called husband, if she is younger, he is

marid i . called maridi

The eighth teacher (sée7.3) made use of whole class teaching sparinglyiverof
six occasions to lead learners through andsémal content, especially as a lead in to lesson

topics or specific texts.
9.6.3.1. Questioning and elicitation strategies

The theme most strongly linked to WCT was the use of questioning and elicitation strategies,
frequent in the teaching of seven PTs (R/S/G/D/N/M/R)is mainly involved loweorder
questioning typically closed to check understanding, either during text interpretation (see
7.7.3), or during feedback to independent reading tasks or exercises, altHalgh atked

more open questiorsmetimesHigher order questioning was frequently observed in

Kuhel i 6s dometimes ms Nuarjdhandéds and Dipi kads.

encouraged critical evaluation of texts, for example:

What was both good and bad? (Obs. 5)
Was John happy? No? Why? (Obs. 5)
Why was supplying the wind important? (Obs. 10)

= =4 A -

Was their reaction negative or positive? Negative to whom?
(Obs. 10)
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1 How can a man dream without sleeping? (Obs. 17)
1  What thoughts come to your mind? (Obs. 25)

Another theme that was strongly linked to WCT was the constructivist practice of
l inking |l earning to | earnersod6 |lives and ex
includedgiving or eliciting examples that were familiar to learners &&e€7), linking new
concepts to their current schemata (8€e3), or exploiting unplanned affordances to
facilitate learning. The following example illustrates this well, when Gajanan shows interest
in a photograplhatseveral girls are discussing at the stad tfsson, and uses it to steer

them towards his intended lesson focus of word associations:

EXTRACT83: Gajanan /Obs. 28/02:40

T: What is there? Can | see? T: What is there? Can | see?

(approaches three girls (approaches th  ree girls

tentatively, smiling and tentatively, smiling and

showing interest) Can | see showing interest) Can | see

what is there? Baghu shakto what is there? Can | see it?

me? (T returns to centre of (T returns to centre of

classroom  and shows it to the classroom  and shows it to the

class ) . Oh! Thatdéds ver class). Oh! Thatdés ver
lovely! See! What is this? Kay lovely! See! What is this?

mhanto ap an yala? What do we call it?

SS: (various responses SS: (various responses

including) Photo! including) Photo!

T: Photograph. Konacha ahe to? T: Photograph. Whose is it?

SS: (various responses, mainly SS: (various responses, mainly

L1) Student chal! L1) 1tdés a student 6s!
T: |t 6 s(rism@intonation) T: | t 6 s(rism@intonation)

S1: Student 6s. S1: Student bs.

T: A studentds. A st T: A studentds. A st
( goes to board , write s (goes to board , write s
istudent 6s0) 6sStthedent Astudent 6s0) 6sSheudent
circles it) OK. Haa. Students circ les it) OK. Yes. Students

are here. Huh? In the centre. are here. Huh? In the centre.

Barobare (showing on the That 6s r (stopwing on the

picture) The students are here picture) The students are here

in the centre. Apan asa kam in the centre. Let 6d®one
karutya  students  shi sandarbhat thing, | et Ovaite words

kahi related words lihut . Haa? related to students . Yes?

Whole class grammar presentations were also seewgbatinfrequent, ranging from

1i 5 instances per teachduring the total observation pericgbmetimes followed by
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controlled practice, but never approximating the three stages of the PPP frarfrework.

Several teachers were also observed completing textbakises in whole class mode on
occasions (R/S/G/D), although this was usually less common than through either
collaborative or individuaindependens e at wor k, except i n Rajuds

would often lead learners through such exercisesdiim

9.6.4.Activities

A notable finding of this study relates to ttedatively high frequency of use of independent
learning activities among PTActivities were only seen in 10 of 40 observations of N¥Ts,

and were frequently rushed throygivolving verylittle time for independent thinking, and

only onceattempting(very limited) collaboration between learners. In contrast to this, for
seven PTs (X&G/D/N/M/K), independent activities were a regular feature of their practice,
occurring in the majority dessons, and occasional for the eighth. Most PTs balanced
between collaborative (involving pairwork or groupwork) and individual seatwork for
activities, often rationalising the need for both. Individual seatwork was justified with
reference to the need prepare learners for exams, and the preferences of some learners (see

8.7.4.2 but also to develop independent thinking
| want them to have their own interpretation as well. (Kuheli/PLI4a/10:00)

Formal (i.e., instructed by the teacher) collaborative learning was seen in 45% of lessons
observed, and informal (when the teacher allowed learners to work together on activities) in
a further 120, although this varied greathmongPTs (sed able 16.

Relationships were identified between collaborative learning and 13 other themes in

thecommonal ities mindmap, most involving te.
learning i ncluding reference to constlueofct i vi s
peerinstruction (including peecorrection, peetuitionandpees uppor t ) : Apeer
wi | | happen in the groupo (Raju/PLI4/10:50

rapport building:

[l wanted them to] work in collaboration, develiyeir rapport, establish rapport
bet ween them and al ways | 6ve experience

35 Presentation, practice, producti(geeAnderson, 2016)
36 This may be influenced by reactivity to an unfamiliar observer.
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and it helps weak students also. At least they keep engaged in the ,aulbiséxve
what their colleagu® friends are doing. (Manjusha/PLI11/30)

Table 16

Percentage of lessons in which formal and informal collaborative learning were observed

Raj. Vin. She Gaj. Dip. Nur. Man. Kuh. MEAN
Formal group or 10% 72% 70% 32% 24% 50% 50% 50% 45%
pairwork only
Formal and informal 10% 91% 78% 45% 44% 63% 57% 71% 57%
group or pairwork

Length of groupwork activities varied greatly, from mainly short activitié$ (2
minutes) in the case of Shekhaho nonetheless included these in most lesgonshole
|l essons in the case of Vinayds project wor
depending on teacher and classroom constraints (e.g., desks or floor space), with bench
groups (23 learners who shared a bench) common, especially for simple(@&EKN/K),
and larger groups for more extended tasks (example group sigefar3/inay; 4 7 for
Manjusha; 510 for Shekhar)when some learners would turn round to work with those
behind them (see FiguB¥) or sit in circles on the floor (see FigarE2 and38).

Figure 37

Manjusha's learners engaged in small group collaborative learning (Obs. 11, Gr. 9)
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Figure 38

Shekharodés grade 9 class engaged in a | arge

Activity typesvariedwidely amongPTsi each tended to have personal preferences.
This included silent individual reading of texts (especially N/V, but also K/M) and
collaborative text comprehension tasks (V/G/D/N/M/K), the latter often after individual
reading (V/ N/ K)o. yTohuer nfiarniternad ofi twaealsk otf t en he:
collaboration (K/VIN/G/M; se®.3.2). The use of textboakkercisedor controlled practice,
vocabulary building and text comprehensamtivitieswas also regularly observed
(R/S/IG/DIN/M/K). Exam tasks were alsoo mmon, particularly in D
witnessed in all. Several teachers also frequently created their own activities, including
Shekharé6s matching, sorting and brainstorn
tasks(see 6.3.1) Gajiamamdwi sed t as k s-wrdatenccomNraherjsianh a n 6 ¢
tasks (se®.7.4). Two maderegularuse of TLMs for activitie$S/M), occasionally others
(R/K/G/V). In the following extract Manjusha instructs her learners to complete a worksheet

using aroundrobin writing strategy to encourage equal participation:

EXTRACT 84: Manjusha /Obs. 26/02:40

T: (showing handout: T: (showing handout:
about niame¢k point about memdwyrite one

likhna, age pass karna. Aise point , and then pass iton.

sab larkiyan isme jo jo point Like that each girl gets one

hai. point .
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Free production tasks (involving extended writing and speaking opportunities) were
observed only occasionallynpst often folK/V/G), with learners usually translanguaging
duringspeaking tasks (sextract76). Several types of differentiation were observed in
activity use including differentiation between groups (68 , Di pi kads fAconv

(see7r.7 . 4) and mMNdrKuwhealniédss ause of extension t:

EXTRACT85: Kuheli  /Obs. 24/32:30

T: If you are done, then, write two sentences using possessive

adjective, write two sentences using possessive pronoun, if you

are done with the task that | gave you , then you make these four
sentences.

Several encouraged peer support as a means to differentiate, with stronger learners
encouraged to help weaker ones (V/S/G/D/N/K;esdeact B).

9.6.5.Active monitoring

Another notable finding consistent with the use of independent activitiethevérequen

use ofactive monitoringduring activity work by seven PTs (V/S/G/D/N/M/K). During

active monitoring, the teacher would move around the neerforminga range of roles

while learners worked on activities, either individually or collaboratively. Most common was
a tutor role, when the teacher would spend a little Sapportingndividual learners
(sometimes groupsdffering positive reinforcement, erroorrection and short episodes of
personalised teaching, often including elicitation and guided disc{segy.7.5and8.7.5).

Also common was a consultant role, in which learners would request and receive teacher
support or ask questions (sdractst and56). Other roles observed included a manager

role (e.g., providing time reminders, reducingaik behaviour) and a formative assessor
role, in which, as Shekhar put i1t, Al al wa
(ShekhatPL14/10:10) to assess prmags. Four PTs (V/D/N/K) often providedhat | have

called abovengoing observational feackto the whole class in a louder voice,

particularly if a common error or misunderstanding was observe@Xsaets b and33),

neversingling out learners akey did this.

Five PTs (V/S/D/N/Kwere observed to switch rapidbgtween roles. In the following

extract, Kuheli performs several (tutor, consultant and manager) during just 40 seconds:
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EXTRACT86: Kuheli  /Obs. 15/23:59

S1: (stands to ask teacher a question)

[ How to put it in English ?]
T: (quietly) Kiser? [ What?]

S1: Chuti katiyechi mane.

Katanor English  kibhabe ?

[ I spent the holidays J

T: Spent the holiday. (moves on, looks at the work of S2) Oh, you

have started, good. (moves on

addresses S3, indicating a word in

her notebook) This is starting with? What is this letter? How do

you, how do you say that? The word?
S3: Occupation.
T: So what should be the article?

S3: An! (self - corrects)

And in the following, Shekhar combines manager, assessor and teapidn

succession

EXTRACTS87: Shekhar /Obs. 18/14:30

T: Vichar karun lava. Vichar

karun lava. Question  kay ahe
tumcha te lakshat ghya. Hi

chappal sarkav bajula. Zale?

S1: Yes, sir.

T: Thike asude asude asude.

Thike ikade paha.

(encouraging them to stand

back) OK.  Asach rahude tyala

ata. Change naka karu (moves
back to middle) Tumcha kuthay?
(girls indicate) Ya ikade

lavkar. (then to boy group)
Tumcha zala? Questions  kuthay
tumcha ? OK.

T: T hink before placing. Think
before placing. Take your
question  into consideration.
Set aside those shoes. Done?

S1: Yes, sir.

T: Okay. Letit be. Let it be.

Let it be. Okay, look here.

(encouraging them to stand

back) OK. Keepitasitis.

Do n dchange it. (moves back

to middle) Wherebds yours
(girls indicate) Hurry up,

come here.  (then to boy group)

Yours done? Where are your

guestions? OK.

On one occasion, Dipika provided support to 14 of 26 groups in nine minutes, and

Nurjahan gave support to 14 students in eight minutes.

Relationships between active monitoring and eight other themes were found in the

commonalities mindmapnainly teachebeliefs and justifications for the use of this practice.

This included the observation that a key feature of the support provided while monitoring

was its confidentiality to leanefsee 8.7.5); aShekhamnoted, referring tdarge class

contexts

of fear

A | stcoutage koeask [about] a difficulty speak a few words in the cléasout
t h eSkhekhateTI/I1n0GQ5). Gtherkreasons for active monitoring
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included to ensure industriousness (G/D/N), to promotask behaviour (D/N), to build
rappat and confidence (G/S/N), and to provide differentiated tuition (G/N).

In contrast to these practices, on the few occasions when learners were given time to
complete activities independently by NPTs, the teacher most often remained at their desk,
waiting for them to finish. The only monitoring role observed among NPTs was managetr,
used either thiurry them along or provide warnings to learners, sometimes for attempting to
coll aborate: AWho i s t aNPkO3wfgldnokp.eak Engl i s

9.6.6.Feedback andassessment

The seven PTs who regularly provided activities to their learners also provided extensive
individual and group feedback during active monitoring (see above). However, such
activities were also usually followed byhele-class feedback lesson stages during which
answers were checked/discussed. This happened mainly through-{edatiaitation of
answers, and either confirmation of correct answers or correction of errors and

misunderstandings, sometimes with brezhedial teaching episodes (D/N/K).

There was some variation in more specific practices during whole class feedback.
While eliciting answers, botfhands up volunteeringand teacher nomination of learners
were observed the former more common for mostq., S/D/N), but not for all (Kuheli
balanced the two). Elicitation was occasionally followed by checks for agreement (K/D/N).
The board was frequently used by several PTs, when answers required written confirmation
(D/N), or literacy levels were low (G/Malthough it was also avoided at times to keep pace
brisk (D/N/K). Sometimes brief answers were scaffolded into more detailed responses

(D/M/K), and sometimes advice or a brief review was provided before moving on (D/N/K):

EXTRACT88: Kuheli  /Obs. 24/39:10

T: Very good. So now we know the difference between possessive
adjective and possessive pronoun, so if in your exam you have to
identify, you would be able to do it.

Dipika also encouraged students to-selfrect answers during feedback, &hdjahan
was able to notigevhile monitoring which of the less confident learners had correct
answers so that she could nominate them during feedbacB.3s&e Manjusha would often
act as board O6secretaryo6o at danswelsin®lormggges, o

responses on the board. Kuheli regularly exploited whlalss feedback as opportunities for
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critical discussion, devel opment of higher
more extensive remedial instruction when mismthndings were identified (seetract

81). Group presentations were the central means through which Vinay provided feedback to
his learners, and were algsed occasionally by other P{&/G/N/M/K); such feedback

would include direct correction, suggesis for improvement (e.g., in future drafts), peer
feedback (especially praise), and when que

group presentations), teacher confirmation of correct answers.
9.6.6.1. Corrective feedback

Oral and written corrective fdback (CF) of learner English was provided by all PTs, both
while monitoring activity work and during wholdass feedback, although two PTs (M/G)
preferred to avoid whole class CF famcernof negatively impacting learner self

confidence. Particularly ith regard to written work, CF occurred mainly while monitoring
seatwork/groupwork (see.g.,extract86), but also through marking of exercise books (e.g.,
R/S/D/N/K), and occasional (often elicited) correction of learner boardworleiseet 2).

Oral CF was most evident during whole class teaching and focused on pronunciation (most

common), lexical choice and grammar usage:

EXTRACT89: Raju /Obs. 12/04:05

T: (eliciting answers) Next?

S1: Hide seek.

S2: Hide seek.

T: Hide and seek. Hide and? (rising intonation)
SS: Seek.

T: Tarvata? [ Next ?]

EXTRACT90: Kuheli  /Obs. 24/06:10

T: OK. A piece of rock or stone has? (rising intonation)
S1: Has rough (/r "@/) surface.
T: Rough surface. (correcting pronunciation)

S1: Rough surface and uneven corners.

Oral CF strategies varied; most tended to involve immediate, direct reformulation
(R/VISIK; as in the previous examples). Conversational recasts (R/N/M/léxseet @),

and the use of metalinguistic cuesKINwerealso regularly observed, although negotiation
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for meaning was rarely requirdoecause of the multilingual practices involviédyas more
often replaced bwhat might be calletranslingual negotiationas in the following example

that alsancludes conversational recastn t he t eaadfihakline8s t hi r d

EXTRACTO91: Raju /Obs. 19/04:40

T: (collecting register) T: (collecting register)

Eighteen? Eighteen?

S1: Absent. S1: Absent.

T: Entra, Shashi Vardhan T: What, Shashi Vardhan, the

regular, vachhe vaadu one who comes  regularly is not
vastalledu? coming?

S2: Go to village. S2: Go to village.

T: Ah, he went to village? T: Ah, he went to village?

For, for what? For, for what?

S2: His grandmother. S2: His grandmother.

T: His grandmother? T: Hisgran  dmother?

S3: Marriage. Marriage! S3: Marriage. Marriage!

T: His grandmotherés T: His grandmotherds
(students laugh) (students laugh)

S2: No, no! S2: No, no!

S3: Marriage. S3: Marriage.

T: Whose marriage? T: Whose marriage?

S2: Chuttalu. S2: Relatives.

S4: Sodari. S4: Sister.

S1: Emantaaru? S1: How do we say that?

T: Ah, his sisteros T: Ah, his sisterds
I n contrast to NPTs, who were more |ikel

many times tol d vy oNRIOQI13fieldindies), cyiticisntwadnaver h ab i t
observed among PTs, who frequently demonstrated sensitivity through a range ©f mean
such as combining correction with praise, by involving humour, or simply by correcting

swiftly and moving on

EXTRACT92: Gajanan /Obs. 28/14:05

S1: (writing O6verdsd on board) Verbs.

T: Verbs, OK. In the books there are verbs. (T spots mistake,
approaches board with chalk, and quickly corrects) That you
wanted to write, no?

Only three PTs were occasionally observed to provide less sensitive correction by

dwelling unnecessarily on amror.
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Peer correction was also encouraged by several PTs (S/G/K/N), including through quiz
activitiesandpeer monitoring (see FiguB®; alsoextract B); it was also allowed or elicited
during whole class feedback (G/M/N/K; sedract ®).

Figure 39

Three learners provide monitoring support to peers while Gajanan provides tuition to one
learner (Obs. 22, Gr. 9)

2

e

9.6.6.2. Assessment

Assessment practices observed among PTs were almost entirely formatisaialhyfully
integrated into their dato-day teachingfeedback provisioand personal reflection (i.e.,

dynamic assessmeroehner & Lantolf, 2005rather than discrete practices (see

Nurjaghad PL1 1/ 03: 40), as this quote from Manju

I 6 m g rwithvmy stuglents.

JA: Whatdoyou mean by that?

That means when they give me positive responses, so that positive response means
that is the impact of my teaching, or a reflection of my teaching | see in them when
they give me right feedback, when they Wwproperly. So that helps me to grow,

mysel f. |l 6m | earning from them what the
want, and what type of learner they gidanjushdETI/1:05:10)
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Exceptions to this (i.e., discrete assessment activities | ude Shekhar és
lessons@bs.9, 23) and the more summative progress tests that DCapikdRajuwere

required to administer.

Formative assessment practices were deemed central to the teadhiadd
(V/SIDIN/K), regular for two (G/M) ath occasional for one and linked to five other themes
on thecommonalities mindmapmost of which shed light onto specific strategies used for
formative assessment, most already documented above. This included nomination strategies
(e.g., targeted nominatido assess the learning of less confident learners; see
Kuheli/PLI1/6:00in 9.2), questioning strategies used particularly to assess text
comprehension (sek7.3), active monitoring (when assessment of content understanding

most often occurred; s&9), and use of L1o check understandir(@lso see above):

The moment | used mother tongue to clarify the language of instruction, they could
come out with the right answer. So that means they had comprehended [the text]. It
was because of the language otrmstion they could not answer properly.
(Kuheli/PLI5/06:50)

9.6.7.0ther practices of note

9.6.7.1. Shared frequent practices

Four PTs (R/S/DIN) regularly engaged in reading texts aloud (common across India), mainly
during text interpretation (sextract 2, when learnes request this), and two (R/M)

sometimes encouraged learners to read aloud as part of their literacy development. The
remainder only occasionally engaged in reading aloud and usually only on the requests of
learnersin several classes (K/N/Mgarnersalsovolunteeredo read out instructions for

activities which they enjoyed doing

A number of PTs (especially D/G/R) made use of a discourse practice common across
I ndia (Sarangapani 6s AteacB8aehangndAiviicea, (
Adae tal;koPr olb9yoned s A)pim vehich addadher waild use risithgd
intonation towards the end of a sentence to elicit the last word or phrase from learners
Among PTs this had several uses, includmgimplify question forms (sesxtracts 8 and
90),t o encourage repetition exfractdd), deognotpehr as e

occasions as a more legitimate check of understandingxseet 3).
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Games played a regular role in the lessons of only two teachers: Nurjahan an
Gajanan, includsegrbdhrgamanasdwGagdanands u
as o6find your partner o, and ,enlydipingancguot ssi n
the use of gamesagnoted (e.g., rilmutandreplace, quizzes, arfoist-to-finish games).

This avoidance of gamesas generally consistent withe espoused preferencesudst

| earners during focus group i nt er vyirapked . I n
fiplays games with studeotowest or equal lowest of tequalities of a good teacheoften

explaining during followup interviews that they could play games outside school; lessons

were for study.

Pronunciation drills were frequent in the classes of only two PTs (S/N); both used
them when teaching new lexis.dther classes they wenised sometimedV), occasionally
(R/D) or not observed (V/K).

9.6.7.2. Shared occasional practices

There wasomeevidence of learner training in study skills for four PTs (N/V/S/K), with
Nurjahan especially linking this to opportunitiesdevelop learner autonomy. Several
provided advice regarding how learners should organise their study resources, particularly
notebooks (V/S/K), what resources they should bring to school each day (N/K) and advice
for completing homework (V/K). Some ewdce of learner training was also evident in
classes that were new to the teacher, espeadialigeableduringobservation visits

occurringat the start of the academic year (D/K/V/G).

While controlled writing tasks were common in the lessons of all &Iensive, free
writing was only observed regularly in the lessons of two PTs (V/K), occasionally for two
(D/M), rarely for another two (G/N), and was absent for two (R/S), although several stated

that they made more use of writing tasks nearer the e@@/8£D/N).

Although collaborative discussion activities were fairly common, there was little
evidence of PTs planning for and including activities specifically to practise English
speaking skills. In practice, discussions were usually either transliogual i n t he | e a
(see9.4.2), with only a few occasions observed when groups of more proficient learners
elected to use mainly oronly Englishs peci al | y eswhekesheencoudged c | a
this, but also i n Vi nasproobseraed @anomuPTsjinaolvedrad s .
successful Englismainly speaking fluency practice activity (an onion ring discussion that

Vinay used with two merged classes), although Gajanan also tried similar activities on
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several occasions with limited successitiNg speaking, nor listening skills are tested in the

exams in any of the curricular authorities involved.
9.6.7.3. Absent practices of note

Rote learning, often discussed as common in Indian classrooms (MHRD, 2020; Sarangapani,
2003), and seen in the lessonse¥eral NPTs, was not observed in the classes of PTs.

9.7. Knowledge

Part i ci p aknotledgesoBubjbceleamdys, their context and the curriculum were
generally extensive and wetitegrated with their practice and beliefs (33 relationships were
identified between areas of knowledge and other themes @ortim@onalities mindmgp

there waglear evidencefovell developed PR, alongside high procedural proficiency in

Englishfor all eight PTs

As well as having fullfunctional proficiency in other languages used in their local
community and school, all participant teachers were proficient in Englistsdaed on the
CEFR, they would likely fall within the G2 range*’ with particularly welldeveloped
lexical knowledge and reading skills in most cases. For two PTs, lower levels of speaking
fluency and occasional differences in verb agreement ancearalge from standard Indian
English (e.g.Sailajg 2009) were noted during conversation, although their functional
proficiency comfortably sufficed to provide appropriate input, instruction and support to
their learners. The 26 N s 6 En g | i sJarieghmooegstintatieccaBld §2,

although twoobservedvere noticeably lower.

I n several cases, it was possible to as:
through their ability to respond to learner questions or unplanned affordancesotasgg
forexampleKuhel i 6s abil ity tof mregmunend ay ei toemyp asg u
Afcapsizeo and Athriceod without prior prepa

37 This was confirmed for Dipika, who scored in the C2 band on an international test.
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EXTRACT93: Kuheli  /Obs. 14/05:25

S1: Madam (hand o6Mairsed) and o6flungd. What
of 6thriced?
2

T: O6Flungd 6Thriced means three times. 1
three times thrice, and 6flungd means to
chure phele deowa [ throw away/to the wind 1.

OrRaj ubds awar e nesudfiges im fesppneertatearmes gqubstions during a

matching activity:

EXTRACT94: Raju /Obs. 20/10:40

T: This su-fmfeint 66 wonét go with calm. So wi
calmness.

Evidence of creativity in activity types was one of several indications ella w

devel oped PCK on the part of all/l PTs, 1incl
mapping devices, Manjushab6s creative ideas
topret each | exi s, and Sh e kidhitsxfod @llaoratvealéainmge u s e

Both Shekhar and Nurjahan also regularly taught lexical chunks, set expressions and
collocations (see Figud0) alongside discrete items, despite neither b&ngliar with

L e wilexiGabapproach (Lewis, 1998)likely evidence othe independent development of
their PCK. Relationships were identified between PCK and eight other themes on the
commonalities mindmapncluding a strong relationship [4] to negotiation and improvisation
in class. For example, occasions webserved when PTs were able to respond to learner
difficulties or confusion by providing impromptu, levabpropriate clarification in areas that
they could not have planned, including improvised interactive reviews of neither/nor
structures (Nrjahar), exclamatory sentences iffidka) and auxiliary verbs (&anar).
Nonetheless, at timetherepetitionof certain activity types also indicated tisaime aspects
of PCK could develop further, notably among the two least experienced PTs (R/N; see
8.11.2).

Whilet her e was variation in PTs6 ability t
(see 6.4.1), all demonstrated extensive knowledge of the prior learning, levels of English and
needs (both affective and cognitive) of their learners as groups and six akrated to
have extensive knowledge of them as individuals also (see 8.2.1 and 7.4.2). This revealed

itself throughout their practice, particularly interpersonal (see 6.4, 7.4, 8.4), their reflections
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on specific learners during pedssson interviews (desissed below) and also through

specific strategies that they had developed to teach certain aspects of languidgace of

the close link between their knowledge of learners and PCK. This was apparent, for
example, in Vinayobdsoon(geexpl bcl), | andunge
met hod for teaching forms of the verb o6to

experientially developed (Dipika/PLI7).

Figure 40

Shekhar often taught noun and verb collocations as well a&xpetssions (Obs. 21, Gr. 10)

PTs6 knowledge of | earners was al so cl o:
curriculum, textbook and examination content. During feston interviews several
commented on future texts or activities in the texkp@orrectly predicting learner
di fficulties with these (e.g., Kuhelibés <co
also showing awareness of ideas for adaptation of textbook content (V/S), and knowledge of
specific areas of grammar (D/K), arexise@ . g . , 8.B) that theéirdearmers had not
yet studied.

Given that all PTs had Masésrdegrees in English literaturapsthad extensive
knowledge in this subject area of the curricul@hwere able to clarify aspects of literary
deviceyf if i gures of speecho 1 n LLandpriarschéamatat hei r
through translation, explanation, comparis
English poem to a Marathi son@s.20). However, it was notable that only th(E2S/M)

exhibited a clear passion fiterature evident in the following extract:
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EXTRACT95: Shekhar /Obs. 14/12:30

T: The boy is the speaker in T: The boy is the speaker in

the poem.  Sundar varnan kela the poem.  Beautifully

ahe, sundar sharmanni. (he described, beautifully

then reads from book) il want expressed.  ( he then reads from

to sow many  small, small moons book) fl want to sow many

of light. 0 Sundar. Chote chote small, small moons of light. o}
chandra mala perayche ahet. Beautiful. | wan tto sow a

small, small moon.

Several also demonstrated a wa#lveloped PCK with regard to literatugeidies such
as Manjushaods scaff ol deu.l5), edch wereragommédn r hy me

examination focus:

First | ask them toainderline the last word of each line, and | write it on the black

board, and the second stage | use the rhyme scheme, how to collect the rhyming pairs
and then decide the rhyme scheme, so step by step they become very familiar with
rhyme schemes in a stangqManjush@PL12/11:20)

Whil e gaps in PTsd subject knowl edge ani
noticed on occasiofas happen for all of us$uch as a lack of awareness of how to
pronouncelowf r equency | exi cal i tiems h(ig.00.,, offmairnt
regarding whether certain affHna«scsombi Qra¢g i P
made several spelling mistakes writing nequency lexical items on the board (e.g.,

Aal mondo spelt as dal mont o) .

9.8. Reflection

Six of the éght PTs (V/S/D/N/M/K) regularly demonstrated the ability to refiéct

extensively and fluently on their practice, evidenced mainly througHg&sin interviews,

but also informal discussions and longer interviews. The remaining two also reflected, but
less extensively and often required more prompting. All eight were able to identify specific
strengths and weaknesses in their lessond\iggahariPL11/03:40), and several were also
able to assess achievement of specific intentions in detaB.@esometimes differentiated

%8 Defined here following Andersof2020a p. 480): fconscious, experient.i
involving aspects of evaluation, criticality, and probieatving, and leading to insight, increased awareness,
and/ or new understanding. 0

254



(see6.9). On several occasions, PTs identified and justified differences between the planned

and taught lesson, oftenthgptln r ef er ence to | earnersd chal

Always | have to give the preference and space, to give sufficient time to complete
the activity for the students, and give their own pace for learning without rushing
onto the next task, so let them leagntbeir own speed Manjush@PL14/01:25)

While three PTs were more often satisfied than dissatisfied with lessons (G/S/V), five
were more often sekritical in their reflection R/D/N/M/K), including evidence of

emotional involvement, perceived persortadrscomings and learner difficultiésee 7.9).

When asked to select and reflect on the learning of an individual student in the class,
those that were most saffitical were also more likely to choose a weaker learner (N/D/K),
and discuss in more deté#ile extent to which that learner participated and learnt, often with
reference to specific interactions during the lessong§&eThose that were more likely to

choose stronger learners (V/R) often provided less detailed evaluations:

JA: €& h o blessahgodor hef?e

Yeah, good. She understood and she responded very well, and she came up with the
story also, when we talked about change, the transformaRaju/iPLI1/15:40)

Three teachers (N/M/K) also often discussed their interactive reflecéeB.3,
justifying choices they made through reference to learner challenges, preferences, interests

and affordances, as Gajanan noted when he discussed the photograph iexicente):

Actually | had planned that | should write some words and thexal planned to
brainstorm é with the help of a web [ mi
that she was hiding that photograph, and | had two intentions there, to control the
classroom, and to control it in a constructive way, for example, takengame

resource, the same photograph, so that she should have some personalisation,
personal experience with that photogréph I t ri ed to establ i sh
that photograph and that gi(GajananPL16/18:15)

Relationships were identifidaetween reflection and nine other themes on the
commonalities mindmapncluding several in their professional practice: a commitment to
continuous learninghe challenges presented by isolation from-hki@ded professionals
(which wunder pliinenfe dt ha tn aiysdocs| ateed t e6dxahder s n
the desire to receive Afeedbackodo from me (

catering for the needs of all their learners and keeping learners engage@.(Bee
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9.9. Professionalsm

A number of notable similarities among PTs with regard to their professionalism should be
treated with caution, given that, in the absence of other reliable indicators of expertise, one

of the criteria for selection of participants in this study aasctive engagement in CPD

and another was experience as a teacher educator. Thus, the fact that all eight had extensive
experience as teacher educators, and all were noted to engage actively in their CPD should
be considered resslof this, rather thafindings. These two criteria are likely also to

correlate causally with other, CRBlated findings, such as their participation in local,

national and international teacher associations, and a shared enthusiasm for networking
(R/VISIDIN/IMI/K). Other similaities and one difference in this area are nonetheless of

potential interest.

A finding of note within the professional domain relates to a difference in their career
paths to becoming a teacher. While for several PTs, their career chexeeedargely a
product of destiny (dl feel Il am not a tea
t e a c Bekhattort/1:15:00; also se.1.2), others indicated that they had arrived at their
profession as a second or third choice, only aftera@tbers had closed (séel.2, 7.1.2) or

they had been steered in this direction:

Interestingly in my interview from public service commission, the people on my
interview board after interviewing mthey said this is not your job, you should go to
acadenus. Kuheli/LHIla/17:40)

A notable catalyst in galvanising their identity as teachers and teacher educators
discussed by six PTs was the importance of specific training courses or workshops as
transformative events (V/ G/ bhdftwhcokigesthal hi s
caused her to become serious about teaching and enrol fortheeld’.10), several British
Council training events for Gajanamyisit to a Regional Institute of Education (RIE) and
Fulbright Scholarship to the USA for Vinay é&®1.2, and, for Kuhelia Hornby
Scholarship to the UK and a pivotehining programmearly in her careenf which she
n ot dake threée days changed mydi{eHla/51:35)

Nonetheless, the most notable area of similarity that does not resulhiabdve
shared features is the one that is likely a causal influence on them all, and relates to the

source of their motivation as professiondlsere was xensive evidencthatself
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motivation underpined many PTécommitment taheir professional comgtence
(R/VISIN/IM/K) andrelatedclosely to a further similarity a strong sense oésponsibility to
their learnersexpressed ascgaut y t o fswdentdREM/M),dr aperception of
their learners as their primary evaluators (R/S/G/D/N/@/Bosee7.10):

JA: Whose opinion is most important to you as a teacher?
As a teacher , GganattiddB4) sé6 opinion. (

We are here to serve the children. Let the children know that we are together,
teamwork. RajuETI/38:15)

An effective teacher is one who is with the students on his last day of his retirement,

thatdos my belief, to die in harness.
JA: What do you mean by that?
Keep yourself busy til!]l ités the | ast d

was with mys t u d eShekisatxTI/1:14:00)

This commitment to learners was potentially particularly important because of the
indication by several that they had had to develop largely in isoltionlike-minded
professionals for much of their career (V/S/#\v had ever been observahchingbefore
my visit, andthose that hadhad receivednly cursory feedback on their teachjrigany.>
This was likely why five PTs, without my suggesting it, specifically requested feedback

from me on their teaching:

JA: é doyou mean that it would be useful if | give you some reflections on your
teaching?

Yes, yes, because if youdbve observed so
teacher educator, as a teacher researcher, to grow, myself, and to understand me well.
(Manjush#ETI/22:20)

9.10.Conclusion

This crosscase analysis has found a large number of similarities among the PTs. With
regard to cognition, clear evidence emerged of extensive subject and curriculum knowledge
tied together through a generally rich PCK amdear e ness of | earner so |

backgrounds, as well as tendencies in most towards fluent, critical reflection on their

39 Oneseniorobservation that coincided withy visit resulted in no feedback to the teacher.
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practices. Strong beliefs, particularly in building learneresiéem, engaging learners, and
ensuring learner understanding were oried in the classroom by close relationships of

trust evidence of enjoyment and regular positive reinforcement and encouragement, often
supported by effective behaviour management pragpaeticularlyfor those who taught

large classedp prevent disruption.

Whil e there were cl|l ear diafgliagesesddcttees i n P
classroom, all were proactively tificlusive and flexible in response to learner need,
regularly translanguaging as they facilitated a gradual, $datfonovement towards
increased understanding and use of English among learners. Planning was observed to be
ostensibly mental and fluent, although this also var@tiamong PTs&nd between lessons.

With regard to classroom practiaehile whole classdaching tended to dominate for
most PTs, this was invariably interactive, involving questioning, elicitation and scaffolding
techniques that built on | earnersdo prior Kk
schemata. It was supplemented by the egaklusion of independetdarneractivities,
both individual and collaborativeuring whichPTstypically engaged in active monitoring
to provide individualised, responsive tuition, feedback and guidance. Assessment practices
observed were primarily fomative and typically integrated into both whole class teaching
and monitoring support. Lesson structure varied among PTs, although many had a small
number of frequently used structures, most integrated regular review activities and were able
to negotiateaspects of lesson content and activity dynamics flexibly with their learners,

improvising when appropriate to cater @nergindearner needs and challenges.

Nonethelessthis summary, focused as it is on similarities across the cases studied,
belies imprtantdifferences among them, particularly with regard to classroom practice that
were often closely related to contextual constraints and affordascesll as beliefs these

are the subject of the next chapter.
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Chapter 10. Analysis of difference

10.1.Introduction

Given the differences in their personal backgrauteaching contexts and curricula, the
manycommonalitiesamongPTs discussed above constitute important findings. These were
particularly evident in their beliefs, their relationships taress and their professional
practice. It was also possible to identify key global similaritigzedagogic practice (e.g.,

use of activities and active monitoring) and languaging practice (e.g., L1 inclusivity)
particularly evident when compared with NPTs. However, in both these areas, many

important differences were also documerdaadoften foundto vary clinally among PTs.

This chapter explores these different@eanswer the second part of thecond
research question of this the@ighatdifferencesan be identified when comparing the
PTs?) It does so through the comparison of two key vaealthatvere able to account for
the majority of the most apparent differences observed amomjrthevidence of what
might be callectontingent causality not robust enough to be confirmatory, but both
evidenced and plausible as means to understardivibiesity of practices found-his
chapter also serves as a bridge between the findings and discussion sections of this thesis,

introducing keytheoreticareferences in the wider literature to do so.

10.2.Framework for analysis

To provide a framework for urdstanding differensaamong PTs, | identified two
fundamentafeatures of theicognition andoracticethat seemed to vary clinalgmong

them The first of these was th&lonception ofSubject (CoS); how their varied

under standi ngs edthenis&vegothidwiig@ur discussiohseaddbugh

their classroom practice. CoS seemed to vary clifedtyweerthose H's who tended to both
view and teach En g(TEHaS)andhoserwho veewed and awghtib j e ct o
mor e as a(THalL)aThegsecangeaturecanbe calledthe Degree ofControl (DoC)

that PTs exerted on the learning process, classroom interactiteaamerbehaviour this

variedquite substantially fronthosewhoretained a much higher degree of control to those

259



who were more likely to cede this control to their learn@sssome extent, these two key
areas of difference correspond classiicgtienct i v el
andframing, both of whch Bernstein perceived could vary clinally from strong to weak

(e.g., 2000, p.i57), although | will discuss them as CoS and Dagnstructs that were

moulded primarily by the data.

Drawing on Miles & iB@becmasdsuca 994, gp a
di splayso as a means t o ukRglred4ldepicsigchphicaly ge ¢
my assessment of the Adimensianalfiebdmeateddoythee ach P T
juxtaposition of these wo A v ar i aasdigeedvére ffom 6 to dased on
comparative spreadsheet datan the X axis (6nceptionof Subjec), difference varied
from the practices of Vinay, wheas observed to teaénglish more as a communicative
system, to the practices of Dipika, who taught English more as a bdédglarative explicit
knowledgewith a focus particularly on use in exanheither of thesesf r amed as A b e
or i wo r; soth 6an hesenas appropriate means to achieve congpecific outcomes
(see their respective chapters). Other PTs wereeived to vary between these two
positions. For comparison, the CoS of the 2&W$*° observed was perceived to be
ostensibly TEaSriented, irmanyc ases stronger than Dipikaos
Figure41l), and no NETs wereobserved who taugliinglish as language the same extent
thatVinay did. On the Y axigDegreeof Control), difference varied from the practices of
Gajanan and Manjusha, who both exhibited comparatively little control of the type typically
associated with teachers, to thhagiices of Shekhar and Dipika, who both exhibited more
control.Just & for CoS, neither more nor less contraliscussedh s fAbett er 0 or
here. NETs wer e perceived to be closer to Dipi
number consistently exhibited more control than either of these two (grey background area).

Nonewere observed whexhibited as little control as Gajanan or Manjusha.

Mapped ontdhe CoS/DoC field are those themes where significant variation was

observed among participant teachers. Theme
learnefc ent redo occupy pale text boxes, -and th
c e nt r endlark baxedefollowing Schweisfurth (2013,p. 1@ 1) , t he -t er m n
centredo is avoided as unhel pful. Themes w

mid-grey boxes. Placement of theme boxes is approximately equidistant between teachers

40 Non-participant English teachers (excluding ruarticipant teachers of other subjects).
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who shared the theme, with exceptions made for readability. No assumption is made here
that learneicentred practices are necessarily desirable (see Alexander, 2009; Tabulawa,
1998, 2003), but the distinction offers an initial filter to enable broad pattermisca
differences to be detected.

Figure 41

Key differences among participant teachers: The CoS/DoC field
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Themes which were shared by the majority are not shown here (e.g., use of activities,
collaborative learning, active monitoring, whole class teaphihadded, such themes
would complexify the picture significantly (see the GoamalitiesMindmap AppendixO),
precludingthe potentially misleading interpretation of Figutét hat t eacher so p
varied simply betweemore and less learnreentred All PTs were distinctly learnezentred
in a number of ways (e.qg., in their interpersonal practices), and all, at times, engaged in
teachetled instruction, structuring and management of learmprarticeghat are not
normally associated with learneentred pedagogy

10.3.Conception of subject:The TEaS TEaL continuum

The continuum between TEaSand TEae f | ect s t he spectrum of
what constitutes their subjeét,E n g | parsctilasly inthe fitheoriesin-used (implicit

beliefs)that directly influenced their classrogractice but also, often, in their more
explicit Ae s(Argyisk&Schont 187d)althdugh $heé interaction between

these was sometimes complex (see belavithin B e r n s taxeromyd this range is an

issue primarily 6 ¢ | a s s |, relatiegdotthe oategorisation of knowledg8€00, p. 6)at

the |l evel of the 0pe dwhchtgachers haeesane toetroltovera | i s
(2000, p. 33).

A TEaS perspective views English as similar to pgubjects on the curriculuima
body of explicit/declarative knowledge that learners acquire and then reproduce in exams (a
Aperformance model 0 wjpt4h)i GverBlarEngish keacmnys f r a
India involves both the teaching of littwee and language, TEaS tends to involve a stronger
focus on the literature side (e.g., learning about rhyme schemes of poems, or identifying
Afigures of s pe eapostpheralbtdratican)svhichéstmare dmenable to
aperformance modellTEaS approaches might also viagvappropriatthe memorisation of
aspects of set texts or exam questionansjve&tss s een i n s o boghtoNPETSs 6
enable learners to perform well in exarbst also perceiving these as approprsateolarly
works to commit to heartn contrast, TEaL involves a primary focus on the acquisition of
English as a communicative system, with an awareness of its potential future utility in work
and soci al context s; a 0 c o4bBpaedlogonscteethemo d el ©
Acommuni cati ve c dympselOR@anate01983)t is MokeTikely to
prioritise the practice of English language skills (reading, writing, listening, speaking)
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through meaningocusedactivitieswith instruction on Igis and grammar typically more

closely integrated into such skills practice.

Thus, while a TEaL approach seeks to prioritise the development of the underlying
linguistic competence of the learners, which, in time, enables (@@wong other thingsp
ansver exam questions on grammar and literature as a secondary outcome, a TEaS approach
typically seeks to prioritise exam performance through a focus on the declarative knowledge
that exams test, while also developing certain aspects of English languageetmape
alongside thisThe TEali TEaS distinction was evident in earlier research | conducted on
the beliefs of Indian teachers of English witttie AINET teacher association (Anderson,
20209, with evidence of both TEaS and TEaL orientations among respanded e s p o u s

theories:

English is a language; and not a subject to teach, learners need skills (LSRWC) first
then gradually to develop aesthetic sense towards literature. (p. 15)

While the international literature on foreign/second language teachiroglilypi
promotes a TEaL perspective, consistent with the currently dominant communicative
paradigm &s dosome Indian policy documents; NCERT, 2006, 2011), it would be
dangerous o di smi ss TEaS as inappropriate, at |
Insoruch as all participant teachersd | earne
context {ncludinghigher than average exam pass rates), both of these approacHmes
seen tdi w o rcanetitutingdifferent means to a currently universally priogtisend for

secondary pedagogy India.

A comparison of Dipikads and Vinayods ca:¢
how variation along the TEADEaS continuum manifests itself in the classroom (see their
chapters), and also into the potentialieflic es on such di fferences
resulted in part from contextual factors, suclhastopdown mandated scheme of wottke
heavy exam focus in her scha@id the large classes she taught; what Bernstein would
describe as a lack of autang in the pedagogic recontextualising field (2000, p. 51). But it
is also influenced by her beliefs, both in the importance of learner engagement and
providing her learners with a broader, moral education than the curriculum offers (these
influences interact and reinforce each other in complex wilgs)etheless,\adence of

conflict in her belies emergedvhen she observed thatthvisa s At h e ofWdoiogng way
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thingso, noting on one occasion that it dh

preached as a teacher educator (s8¢ whichseemed to be closer tar&al perspective

Vi n ay 0 erientaitoachn also be seen be influenced (irpart) bycontextual
factors, such as smaller class sjzestronger skills orientation in his curricul@ndhis
greater autonomfrom school administration. While Dipika was expected to reach specific
syllabus benchmarks, and conduct standardisedtt@stsa term, Vinay had the freedom to
prepare learners gradually over the academic year, building up their English language
competence first, and leaving work on exgpecific skills till closer to the exams. However,
the fact that that higracticescontrasted markedly with thos# his colleagueéwvho taught
English mainly as subject) indicated that
difference. Perhaps most important among tfi@st®rsis his unusual professional
development path, includingshactive, tecHacilitatedCPD that for many years involved
regular networking with international colleaguééso important were his belief in
Aintrospectiono (i.e., reflective practice
lead to learningn his classroom, and finally, his determined personality that gave him
confidencean his unique approacklespite often very different perceptions among those
around him (seé.9), evenincludingsome otis learners (seg 144). It has led to his
highly individual, projecb ased approach involving fAproce.

commitment to collaborative learning.

Whil e Vinayo6s and Di pi kaobkesepamatedenghei ons
continuum, the CoS of the six otHeFsseemedo fall somewherdetween thes being
more likely to combine or balance aspects of TEaS and ©Eahtations Shekhar and Raju
both used more English than Dipika, and both believeddhaters learn English
predominant | y & byristeningho afidenkemaaiirsg withehe teachaer well
as texts. Yet they both shared with Dipika a strong tendency towards-elasgeinteractive
teachingof explicit content (e.g., text intergegion), often with an exam focus. Manjusha
believed more strongly in TEaL than these three, however, the comparatively low literacy
levels among her learners led her, like Gajanan, to focus more on foundational literacy skills
for English than whol¢extwork. She also engaged in text interpretation, but less so, and
sometimes included more meaningful processing tasks similar to those of Vinay. Kuheli,
Nurjahan and Gajanan all taught English predominantly as language; they used it as the main
language oftte classroom, engaged learners in meaningful spoken interaction in English,

and in the case of Kuheli and Nurjah#mey,like Vinay, regularly provided independent
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reading opportunities for their learners. Gajanan did this less often due to the lower
proficiency of his learners; instead he sometimes turned text interpretation into storytelling,

for example.

Vi nay 6s an dshdauid pot be ae@érsas cosButthgpoles of the
continuum. | observed NH's whose CoS seemed to be more TExBisedthai pi ka o s,
and in other contexts around the wotldave observed teachers whaggproaches are more

TEal-focused than Vinay.s

Figure 42
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It is notable that the TE&SEaL continuum also correlated, in part, to the most
obvious difference observed i nithpiwoverall ci pant
balance of English and L1 (in reality, the alternative school MOI) in their classroom
discourse (see Figure 42)he two participants whose use of L1 resources was highest
(Dipika and Manjusha) taught English more as subject and the two for whom such resources

were lowest (Vinay and Kuheli) taught it more as language, while those in the middle used
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median quantitiesf L1 (24i 47%), although the correspondence was not perfect; the balance

seemed also to be influenced both by DoC and other, mainly contextual, factors (see below).

10.4.Degree of control

The term degree of control (Do@)used here tdescribe an amalgam tifree elements that

PTs activelyinfluenced management déarner behaviour (varying from strict to leniéit

control of shorterm schemes of work (varying from teacher controlled to negotiated), and
control of classroom discourse (varying from teaatwntrolledinitiationi responsi

feedback [RF; Sinclair & Coulthard, 1975equences tmoredialogicinteraction when

learners were more likely to initiate conversations, ask questions, or engegended
discussionwith the teacher). While all thremn be seen to relate to the broader issue of
control (similar to Bernsteinds Aframingo,
criteriao; 2000, p. 113), the reality was
not always vary togher (see Morais, 2002).

In the case of Shekhar, his unquestioned authority as teacher, and the respect that his
students showed him meant that behaviour management interventions were rarely required,
and thus rarely evident, yet his almost complete cbotrer schemes of work (only one
instance of minor negotiation was noted), and the presence a@fdRant discourse in
which he initiated and concluded almost all interactions, led to my assigning the highest
score among PTs. | perceived that Dipika mte€ria similar score, due primarily to her
comparatively strict behaviour management, which also involveedtidkinant discourse,
although she was observed, on five occasions, to negotiate aspects of lesson content with

learners.

At the other end of thiscsa |l e, Gaj anan and Manj usha sheée
and belie$ in avoiding punishmerdnd correctin in front of peersvhenever possible that
were consistent with their classroo-m pract
bus oflearber s Al earni ng wi t h MarushgEeTl/18CQ0), and al s u
Gajananbdbs tendency t ctuden lbevaehyand ndyaiatenfrequentdy!  t

with his learners, were testament to their weak framing of hierarchical rules (Bernstein,

“16Strictd is here deftiasekd baeth aariloauw ,t alngdr &8l ee i ®fn t df
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2000). Importantly, thee practicesvere also more feasibla their comparatively small

classe® compared to those of Dipika and Shekhar. Both engagedbia dialogic

interaction with their learners, where learners often initiated interactions, argued, joked and
expressed their feelings in any language. Thisagcasmpanied by a parental rapport that
created a more homely environment for learning. Yet, both also sacrificed certain advantages
of stricter approaches to behaviour management, such as the ability to get silence and
attention more quickly, the need foesid time managing disagreements between learners,

and, at times, a slower pace and less time on task as a result.

Nurjahandés highly personal -claapapdjakesavith o f t «
learners, with less IRBominant discourse than ShekloaDipika. She engaged in
noticeably more negotiation than other PTs. Yet, while her espoused belief in avoiding
punishment was generally consistent with her practice (only on one occasion did she threaten
serious sanctions), the larger classes she taagtitthe challenging behaviour of some
|l earners in her fAraledgother hehaviour rmasagament fesmegeneorep .
visible than that of GajanaWanjushaand even Raju (who all worked in smaller classes),
and hedevelopment o range of tsategies to manage learnarken requiredNonetheless,
the fact that she did so effectively meant that most lessons tended to progress with minimal

disruption, and higher time on task and pace compared to Gajanan and Manjusha.

Vinay, Kuheli and Raju werall assessed as being approximately at the same level of
control, but for different reasons. In the case of Kuheli, her behaviour manageevent by
her own admissichw a s i KuheliiPtl1/13:55), and the high standards she expected
of her learnerslso included quite specific expectations regarding rules and behaviour, yet
she shared Manjushaés and Gajanandés parent
some lesson stages involving more dialogic discourse, while others followed a fairly clear
IRF pattern. Nevertheless, negotiation was frequently observed in ways that were similar to
Nurjahandés and Gajanands use of this strat
authoritarian teacher, with emphases on moral guidance and-etastedirect istruction
that led to fairly visible behaviour management, particularly in his grade 1Qwlaas® a
number of thenainly malelearners wergotentiallydisruptive. Yet, due to his having
smaller classes than all other PTs, he was much more able teenghalogic interaction

with his learners, often receiving frequent questions, requests and suggestions from them

42 Both had mean class sizes of 23 learners over the period observed.
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and negotiation was noted on several occasions. Finally, Vinay offered probably the greatest
degree of autonomy to his learners in thes;lesquiring them to work independently in

groups for large periods of time, suggestive of comparatively low levels of control. Yet there
was also little negotiation about what was to be done, or how; he retained quite strict control
over the scheme of wiol(i.e., project progress) in his lessons. During presentation lesson
phases he could be quite strict in requiring learner silence and attantibteachéistudent
interaction would take on a much mdteacherly feel, with him providing significant

feedback and correction, as well as praise.

As such, it was difficult to categori se
scale, and Vinay, Kuheli or Raju, could potentially be assigned the same score as Nurjahan,
if a different weighting of these tbe elements were adopted. Further, class size seems to be
a factor influencing DoC, with PTs in two of the three largest classes exhibiting higher levels
of control, and PTs in two of the four smallest exhibiting the lowest levels, as might be
expected.In hi s regard, Nurjahandés ability to ms
in large classes is notable, potentially attributable to her strong focus on interpersonal
practiceqsee8.4).

Once more, it is important to note that DoC scassgned were relative to the PTs.
My observations of 26 NETs indicated that the majority would probably score similarly to
Shekhar and Dipika, althouglomewould have scored higher due to much more visible,
occasionally oppressive, behaviour manageraedtcontrol of discourse. A small number
would scorecloserto Raju and Kuheli, possibly even Nurjahan, although none exhibited the

very clearly antiauthoritariaratmospheres hat t ypi fi ed Matlegsans haod s

10.5.Themes sharecamongs p e c iufsitce roscél of t eac

Here follows brief analysis of the themes where significant difference was observed among
PTs. When superimposed Figure4l, it was found thathe majority could be understood

or fNAexplainedod through t\heeeoftewsharedbynt i nua, i
Ainei ghbouringo teachers on the field, and

principles.

Four themes that are less learnentred o f t en associ ated with
focusedo or dAdidacti cop. 1P dustereddndre tofightc hwe i s f
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corner of the CoS/DoC field, being shared predominantly by Shekhar, Dipika and Raju, the
three teachers who exhibited higher levels of control and taught English more as subject than
other participant teacherBhese weg: aregulartendency to provide moral instruction to

their learners, the frequent inclusion of text interpretation, and planned form focus (e.g.,
lessons with a focus on grammar presentation and controlled practice) which was also shared
with GajananStrict behaviour management, also associated with more transmissive
instruction, was shared between Shekhar, Dipika and Kuheli, two of whom smungétof

the largest classes among Rifgl twoof whomtaught in innercity urban contexts; this
combinationappearedto correlate, weakly but logically, with the need for increased

attention to behaviour management.

Other themes tended to group towards thedefiitre of the field, due to their being
shared predominantly between Vinay, Kuheli and Nurjahan. Thekeled several themes
indicative of an interest in developing learner autonomy: the frequent inclusion of
independent silent reading activities, a focus on the development of learner study skills
(Vinay and Nurjahan mainly), and the theme of learner amwgnritself, which was also
shared with Manjusha and often cultivated through giving learners greater independence and
scope for creativity during activitie8ll of these themes tend to be associated with more
learnerc ent r ed, A pr ogr etisuklywithid largpagerteachiog(Budor, p ar
1993).

Also towards the leftentre of the field, due to their being central to the practice of
Kuheli, Nurjahan and Gajanan, were the themes of differentiation in language choice and
differentiated feedback (thilast one also shared with Vinayjvo otherthemes werealso
sharedwithRaju he frequent wuse of | earnersé6é6 name:
management and the i-obaduéi opHubél Aékiterm) in |
would (especially at the start of lessons) engage the learners in meaningful discussion in
English, often about everyday topidhesefour themes can all be broadly seen tateto

the topic of personalisation in the classroom.

One other influene, class sizecan also be detectend thedifferencesamong
participant tathaughientyexdibitpdraaveak cometaton, primarily to
DoC, henceheteachers invaled are quite widely dispersdtlis notable that the three
teachers with the largest classes (Dipika, Nurjahan and Shekhar) shared four practices that

were generally less evident in the classes of other teachers: effective behaviour management
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(also shaed with Kuheli), a brisk pace and higher time on task (also shared with VAlhy)

of theseconstituteeffective ways to ensutarge classegeemain on task and less likely to

disrupt peers or the general flow of the les@alcanaeBuco et al., 2020Hess, 200L
Converselythere was more dialoginteractionwith students andseoffl ear ner s nai
smaller classes (Nurjahan, who regularly used names in larger classas.exesption to

the lattej, although this was also influenced by more idasgtic factors; Manjusha and

Vinay both had fairly small classes, butbatkoa d mi t t ed t hat they wer

remembering names.

The remaining themes where significant difference was noticed among PTs for which
potential clustering explanatioosuld not be found were comparatively femcluding two
that were shared among four widely dispersed teachers: the inclusion of frequent brief
reviews of prior learning especially at the start of lessons (Raju, Dipika, Nurjahan and
Kuheli), and the frequent provision of ongoing observational feedbackyMipika,

Nurjahan and Kuheli).

10.6.Conclusion

This chapter hasffered an interpretatioof thekey differences observed among participant
teacherswhich weremost evident in classroom practitefound that o key variables

underpiming their pedagogyre able to account for most of these differencesception of

subject and degree of contrtd,some extenrt o mp ar ab | e dlassifitattomands t e i n ¢
framingrespectivelyEvidence is offered to suggestteaa c h t ea c h aienéedin Co S
part by contextual constraints, particularly when these constraints reduce teacher autonomy,
but also in part by other factors, such as personal beliefs, interests and professibnalism.

have suggested thata c h t e a & &oemposite ofeved featuresof their practicé

is alsoinfluenced by similar factors: context, personal beliefs and values, interests and
professionalism. The finding that more learnentred practices tend to cluster towards the
bottom and left of the fieldisexpectedd consi stent with Bernste
Aprogressiveo approaches involving weaker
2000, p. 14, p. 54). Yet, it would ba aversimplification to reduce the representation

provided by this twalimensonal field to the single issue of learreantredness; it is also

important to bear in mind the many shapedcticesamong PTsnot illustrated orthefield,

thatare typicallyassociated with learneentred education (e.ghe use ofndependent
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activities, collaborative learning and active monitoriag)well asomeinvolving practices

oftenl abel | edefiteadbenr fAtransmissiveo;(e.g.,
see Chapter.9ro shed further understanding onto all of these practivesiext chapter will
compare these findings both to the wider literature on teacher expertise and what little can be
extrapolated from research on effective pedagogy iGtbleal South to identify many
similarities, as well as a number ohportant differences which seem to relate primarily to

the contextual challenges that teachers working in developing countries face.
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Chapter 11. Discussion

11.1.Introduction

This chapter discusses the findings of gtigdyin relation torelevantprior literatureto

addresghe third question amportance to its aims

3. To what extent are the commonalities identifi@chongPTs)consistent with
those of expert teachers in other researched contexts?
After initial critical consideration of the extent to whittke study acceeded in
identifying expert teachers according to the definitidfered in 3.2.3this third question
will be addressed through a quantitative comparative analysis of its findings to the wider
literature. Tle chapter will then offein-depthdiscusgon of the findings, focusing
particularly on areas whedifferencedo the wider literaturgvereobservedhat serveo

structure tlke discussion.

The chaptealso looks at twadditionalissuesf interestarising from thdindings of
thestudy t he question of the extent to which
learnercentred and a more subjespecificdiscussiorof theirteachingrelativeto current

discourseon best practice in language teaching.

11.2.Critical assessmeh of partici pantsd ex|

Perhaps the most important question with which to begin this discussion concerns the degree
to which the participant recruitment method used in this study succeeded in finding
appropriate participanisteachers whose practicggrsonas and attributes are consistent

with the definition of teacher expertise theorised above3:8:

Teacher expertise is an enacted amalgam of learnt, camegific competencies
(i.e., embodied knowledge, skills and awareness) that is valiiti®d an educational
community as a source of appropriate practice for others to learn from.

All of these features were found to be broadly true of all eight PTs, albeit to varying
degrees. All had an extensive array of experientially acquaoegpetencis, including

knowledge skills andawarenesthat nonetheless varied among them. For each, these were

272



in part specific to their individual contexts of practice, consistent with the literatgye (

Berliner, 1988, but also in part a product of their pamalities, beliefs, identities and

interests as individugland difficult to separate from these; in this sense they were

embodied Their expertise was largely specific to the subject they taught, English, although
the extent to whEnNcghl itshhe yt eiadcehnetrisfoi eodr aisd efint |

AEnglisho varied. Whil e Difgemks{ fil dermatni ft iead |

anything which | l'i keo) , ot her s, either th
the community itrepreset ed ( Rajub6s transnational conne
emancipation it offered (Gajanangpecficej ect.i

pedagogy they had acquired (Vinay, Nurjahan, Kuheli), identified as teachers of English.
Through their rées as teacher educators, school leaders and mentors, there was clear
evidence for all PTs that their competence was respected and valued, although Vinay, as a
i ma v e fnitiad Reflections p. 1) of sorts, was valued highly at state and district level,

but perhaps less so by his more traditionally minded school colleagues. Likewise, through
these same roles, they continued to provide regular opportunities for others to learn from
them, ald without exceptio showing as much dedication to supporting cgjless as to

their own lifelong learning. Thus, in this sense, | can claim that this is a study of teacher

expertise, as defined above.

The question of the relationship between these diverse narratives of expertise and the
outcomes they engenderedrsre dfficult to answer partly because this depends on how
one frames those outcomes (Nordstrum, 2015; Schweisfurth, 2@d 8)hat extent the
teacher i s seen as a facilitator of | earni
these two metaphsy 1998), an emancipator of the oppressed (Freire, 1970), or a
combination of these. Interestingly, there was evidence of all these roles among PTs to
varying degrees, with most devoting primary importance to the first (facilitating learning)
and evidencéhat they did this better, often much better, than comparable NPTs. Yet, for
somet he second (socialisation of | earners)
ai mo, also a clear focus at times for Shek
important (especially Gajanan, Raju, Vinay, Manjushaand Kuhelih e @Ai nvi si bl e
of Agreater inequalityo that Gajanan, as a
(ETI/43:00). Discussed as such, because of their diversity (not iro$fitethe participants
in this study embody expertise in the plethora of waysithatikely to exist, both in wider

society and in educational systems as a cornerstone (both product and creator) of social

273



practice. As Bruneobserves i H o eenceivesof education, we have finally come to
recognize, is a function of how one conceives of the culture and its aims, professed and
ot her wi s e 0ix;@ls0x&@erlingr,[200Lai X

The challenge for the remainder of this chapter is to treadutigrbetween the two
themes of convergence and divergence, both among PTs and between my findings and those
of prior studies. While there are many areas of broad convergence with findings from the
wider literature to report ofarguably the most importafinding of this study, the areas of
divergencdoundare often more insightful and shed light both onto the challenges and
affordances of PTs0 cont e xekamwashback)andontov er an
individual differences betwedahem(e.g.,their L1-use practices, their conceptions of the

subject they teach, and the ways theynmandor eschew control of the classroom).

11.3.Similarities to prior research findings

In order to conduct a comprehensive comparison of commonalities ideatifi@agP Tsto
thefrequentfindingsof prior ET studies, theomparative spreadshd@ippendixP) was

compared to the literature review finding¥espitehaving taken placseparately, both

analytical processgeoduced i st s of descr i pcomparaleThish e me s 0
equivalents tall 92 robust themegeported on from four or more studies) identified during

the literature reviewWsee3.4) weresearched for in theomparative spreadsheBor those

that werefound (n = 56), mean scofésre reported irmable 17as follows:
<1.0 weak support (W)
1.0/ 2.0 partial support (P)
>2.0 strong support (S)

Forthosethemes from the literature review tlthdl nothaveclearequivalensin the
comparativespreadshedh = 3), yet an informed inference could be made, these were

assessed as follows:

broadly true for 12 PTs: weak support (W)

43 These wereawrage acrossall eight PTswho were individually rated-8 for eachheme.
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broadly true for B5 PTs: partial support (P)
broadly true for 6 or more PTs: strong support (S)

Using this methoda high level of agreement was fouhdtween the two sets of findings
(seeTable 17, with 78 of the 92 robust findingom prior ET researc(B5%)foundto be
stronglysupported by this study, and fibre(12%) to be partially supported. Areas of
obviousdivergence, only weakly supported by this study, constituted only three themes
(3%). Thosethemeghat receivegartial or weak suppogre expanded upon in the relevant
thematic discussion belown additionalfive out of six robust findings from the DC
literaturereviewedthat receivedittle or nosupport fronthe expertise literatuneere also
strongly supportedy this study(see Table 18)and offive further themespecific to
language teacher expertiséh clear suppdrfrom two ormoreprior studiesthreereceived

strongandtwo partialsupportfrom this study (se@able19).
Table 17

Robust findings from prior ET studissipported by this study

# Finding / theme Example references This
study?

Knowledge base

1 Extensive, integrated knowledge base (incl. wid Bond et al., 2000; Tsui, 2003 S
range of topics)

2 Extensive subject/content knowledge (incl. expl Andrews & McNeill, 2005Smith S
language knowledge for language teachers) & Strahan, 2004

3 Extensve knowledge about learners (both genei Bullough & Baughman, 1995; S

and individuals) Carter et al., 1987
4  Extensive knowledge about curriculum Pepin et al., 2017; Westerman, S
1991
5 Selfregulatory knowledge Bullough & Baughman, 1995; P

Crawford et al., 2005
6 Knowledge is specific to the context in which thi Berliner, 1988; Bond et al., 2001 S
work (nontransferable)

7 Extensive pedagogical knowledge Swanson et al., 1990; Wolffet S
al., 2015
8 PCKis well developed Andrews & McNeill, 2005; S

Gudmundsdottir, 1991

Cognitive processes

9 Extensive and automated cognitive Allen & Casbergue, 1997; Bork« S
processes/heuristics (teaching or planning) & Livingston, 1989
10 Attends primarily to relevanhformation Carter et al., 1988; Wolffetal., S
2015
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11 Able to deal effectively with the unexpected (du Goodwyn, 2011; Leinhardt &

to automated processes) Greeno, 1986
12 Hi gh awareness of wh a Sabersetal., 199Wolff et al.,
2015
13 Able to make appropriate decisions/improvise Bond et al., 2000; Westerman,
responsively in class 1991
14 Able to solve problems effectively Asaba, 2018; Sorensen, 2014

15 Regularly engages in progressive/experimental Milstein, 2015; Tsui, 2003
problem solving

Beliefs (inég)

16 A sense of moral duty or mission towards learn¢Bullough & Baughman, 1995;
Campbell, 1991

17 Close relationships/good rapportiagportant Blackwell, 2020; Schempp et al

2002

18 Knowing onebs pupils Hanusova et al., 2013; Rollett,
2001

19 Motivating learners as important Li et al., 2011; Yuan & Zhang,
2019

20 Engaging learners as important Asaba, 2018Milstein, 2015

21 Having high expectations/setting high challenge Torff, 2006; Tsui, 2003
for learners
22 Avoiding blaming learners for shortcomings Goodwyn, 2011Smith &
Strahan, 2004
23 Encouraging learners to takesponsibility for own Gross, 2014Smith & Strahan,

learning 2004
24 Accepting primary responsibility for learning Campbell, 1991; Schempp et al
1998
25 Respecting learners Blackwell, 2020; Bond et al.,
2000
26 Avoiding making goriori assumptions or labellin¢ Bullough & Baughman, 1995;
learners (every child matters) Tsui, 2003
27 Treating learners as individuals with diverse netRollett, 2001;Smith & Strahan,
andbackgrounds 2004
28 Linking learning to | Gudmundsdottir,1991; Traiano
2006
29 Belief in constructivism (or aspects of) Chen & Rovegno, 2000; Lawrie
et al., 2019
30 Skills practice important (reading writing speakil Hanusova et al., 2013; Li & Zou
listening (language teaching only) 2017

Pedagogic practice
31 Planning is wholly or predominantly mental, not Borko & Livingston, 1989;

written Westerman, 1991
32 Careful planning (as either mental or written Leinhardt, 1989; Tsui, 2003
process)
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33
34
35
36
37
38
39

40
41

42
43

44

45

46

a7

48

49

50

51

52

53

54

55

56

57

Considers | earnersbo
group and individuals)

n Goodwyn, 2011; Pepin et al.,

Considers londerm objectives when planning

Plansflexibly and contingently

2017

Chen & Rovegno, 2000; Pike,
2014

Borko & Livingston, 1989;
Tochon & Munby, 1993

Makes regular use of teaching/learning material Pepin et al., 2017; Yang, 2014
Develops own materials/resources/activities

Integrates use of technology into practice

Displays flexibility/improvises when teaching

(responsive/adaptive expertise)
Reflects interactively

Can keep lessons on track (to achieve aims)

Aware of achievement of aims/objectives

Lesson summary at erfd.g., learning points,

formative questioning)
Has clear routines and procedures

Lin & Li, 2011; Pepin et al., 201
Pepin et al., 2017; Pike, 201
Borko & Livingston, 1989; Even
& Gottlib, 2011

Asaba, 2018; Yang, 2014
Borko & Livingston, 1989;
Traianou, 2006

Chen, 2001; Westerman, 1991
Lin & Li, 2011; Schempp et al.,
2002

Leinhardt et al., 1987; May &
CurtnerSmith, 2020

Creates positive, supportive learning environme Schempp et al., 2005mith &

Develops close meaningful relationships with

learners

Engages learners through practices/content

[activities/strategies

Regular use gbositive reinforcement/praise

Lesson is made enjoyable for learners (e.g.,

humour, fun activities)

Balances teachded (e.g., whole class teaching)

andlearnercentred (e.g., activities)

whole class teaching (presentations, demos) is

interactive
Explains in various ways

Usesindependent activities (seatwork or
groupwork)

Make regular use of collaborative learning (pair

groupwork)
Monitors learners during activities

Links | earning to/b
and schemata

Makes use of inductive (e.g., problem
based/discovery) learning

ui
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Strahan, 2004

Gross, 2014Smith & Strahan,
2004

Bond et al., 2000; Milstein, 201!

Blackwell, 2020; Stough &
Palmer, 2001
Arani, 2017; Milstein, 2015

Leinhardt & Greeno, 1986; Yan
2014
Arani, 2017; Westerman, 1991

Gross, 2014; Schempp et al.,
2002

Milstein, 2015;Smith & Strahan,
2004

Berliner, 1991; Gross, 2014

Milstein, 2015;Smith & Strahan,
2004
Meyer, 2004; Traianou, 2006

Chen & Rovegno, 2000; Yang,
2014
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58 Peer tutoring encouraged (incl. peer teaching/ Chen & Rovegno, 2000; Gross, S
correction/feedback/support) 2014
59 Teacher questioning of learners frequent Chen & Ding, 2018; S
Gudmundsdottir, 1991
60 Learner questioning frequent Arani, 2017; Even & Gottlib, S
2011
61 Develops higher order thinking skills (incl. Chen, 2001; Torff, 2006 P
creativity and critical thinking)
62 Devel ops | earner so6 un Chen&Ding, 2018; Traianou, S
2006
63 Scaffolds learningffectively Meyer, 2004; Yang, 2014 S
64 Devel ops | earner so6 st Chen 2001Hayden etal., 2020 S
metacognition
65 Di fferentiation pr ovi Goodwyn, 2011; Milstein, 2015 S
needs, interests and challenges
66 Gives learners choice/negotiates Even & Gottlib, 2011Smith& S
Strahan, 2004
67 Provides ondo-one tutoring/personalised suppol Gross, 2014; Sorensen, 2014 S
(e.g., when monitoring)
68 Formative assessment is central to practice Carter et al., 198 Hayden et al., S
2020
69 Assessment of prior knowledge precedes new Meyer, 2004; Westerman, 1991 S
instruction
70 Continually assessing througitlesson/dynamic Asaba, 2018; Lin & Li, 2011 S
assessment (e.g., through questioning)
71 Provides useful (qualitative) feedback regularly Blackwell, 2020; May & Curtner S
and appropriately Smith, 2020
72 May use norverbal, visual cues to assess learni Webb et al., 1997; Wolff etal., S
2015
73 Includes focus on exam tasksd/or awareness  Gross, 2014; Yang, 2014 S
raising of these
74 Engages learners in assessment process (e.g., Chen, 2001Hayden et al., 2020 S
assessment, peer assessment)
Personal attributes
75 Passion for profession/work as teacher Bond etal., 2000; Tsui, 2003 S
76 Enjoysteaching Campbell, 1991; Rollett, 2001 S
77 Caresfor/lovestheir learners (incl. unconditional Gross, 2014; Slater et al., 2013 S
positive regard)
78 Emotions evident/prominent Berliner, 1988; Tsui, 2003 W
79 Strong desire to succeed/ambitious/motivated Campbell, 1991; Milstein, 2015 S
80 Positive seHimage/seHconfidence/identity Rollett, 2001;Smith & Strahan, S
2004
81 Independent/autonomous Campbell, 1991; Milstein, 2015 S
82 Resilience (angersistence) Goodwyn, 2011; Milstein, 2015 S
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Professionalism

83 Dedicated/hard working/committed Bullough & Baughman, 1995; S
Tsui, 2003

84 Continuous/lifelong learners/striving to improve Schempp et al., 1998mith & S
Strahan, 2004

85 Interest in CPD/INSET/iservice qualifications  Andrews & McNeill, 2005; Tsui, S

2003
86 Collaboration/professional learning Gross, 2014; Milstein, 2015 S
communities/communities of practice important
(local, national & international)
87 Sharasresources/ideas with colleagues regularly May & CurtnerSmith, 2020; S
Pepin et al., 2017
88 Helps colleagues as teacher educator (incl. Amrein-Beardsley, 2007; S
mentoring, informal peer support) Traianou, 2006

89 Challenges self incl. tbughexperiments, risks, Hanusova et al., 2014; Tsui, 201 S
innovation (incl. progressive problem solving)

90 Reflects extensively Asaba, 2018; Gross, 2014 S

91 Reflects critically (e.g., selfjuestioning, Asaba, 20187 sui, 2003 S
problematising practice)

92 Leader (either in school and locally or more Smith & Strahan, 20Q4Traianou, S
widely) 2006

Note.l. W = weaksupport P = partiaksupport S = strongsupport

Table 18

Additional findings frontiterature on effective teaching in developing countries supported

by this study
Finding / theme Example references This
study?
Beliefs (inég)
Learning without fear Addy et al., 2012; Westbrook et ¢ S

2013

Pedagogic practice
Plans varying lessons (emgage and challenge S Addy et al., 2012; Westbrook et ¢ W

2013
Inclusive attention to all learners Grimes et al., 2011; Sharma, 201 S
Makes use of learners' languages and codeswit Pryor et al., 2012; Westbrook et¢ S
2013
Promotes meaningful communication Power et al., 2012; Westbrook et S
al., 2013
Practice involves informed eclecticism (use of Mamba & Putsoa, 2018; S
variety of approaches) Westbrook et al., 2013

Note.l. W = weak support; P = partial support; S = strong support.
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Table 19

Additionalfindings from literature on expert language teachers supported by this study

Finding / theme Example references This
study?
Knowledge base
High L2 proficiency Andrews & McNeill, 2005; S
Tsui, 2003
Beliefs (inég)
Developing learners' communicative competenc Hanusova et gl2013; Li & P
Zou, 2017
Learnersd6 need expl i c Andrews & McNeill, 2005; S
Tsui, 2003
Pedagogic practice
Provides corrective feedback of learner errors Toraskar, 2015; Tsui, 2003 S
Makes use of meaningful tasks/activities to prac Andrews & McNeill, 2005; P

language Tsui, 2003

Note.1l. W = weak support; P = partial support; S = strong support.

| also found it insightful to compare my findings to thoseanfjuablythe most

rigorous detailed review of effective classroom practices from DCs conducted to date

(Westbrook et al., 2013Rased on their findings, the authors argue for a framework

i ncluding three strategies and si

X

practic

by more effective teachers in DC conteXtable20 shows that there is, once more, a high

degree ohgreementith the findings of my study, althoudghere argwo notableareas of

divergence (practices 3 and 6pthdiscussed below.

Table 20

Support from this study ebiewr(20Bi ndi ngs of

Three strategies Evidence from  Notes
my study

T. gives feedback and Strong
pays sustained and
inclusive attention to

SevenPTs regularly provided individual and small
group feedback while monitoring. Most also gave
clear whole class feedback, often with scaffolding.

all students. All PTs were seen to be inclusive, involving all

learners, not only the most able.

T. creates a safe, Strong All PTs provided regular praise, built self
supportie learning confidence, enjoyed their teaching and cultivated i
environment. positive rapport. All avoided humiliation, and

reduced | earner 6f ear o
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T. dr aws o Fairlystrong FvePTs frequently built
backgrounds, poir interests, schemata and experiences. The remaini
knowledge and three did so sometimes.

experiences to

facilitate learning.

Six practices Evidence from  Notes

my study
T. demonstrateand Strong Of sevenPTswho regularlyengaged in whole class
explains interactively teachingthis was frequently interactive f@ix. PCK
drawing on sound of all PTs was extensive and led to appropriate, a
PCK. usually varied irclasspractices.
T. makes flexible use Fairly strong Five PTs made frequent use of collaborative learni
of wholeclass, group in a variety of interactions, and a furtheto did so
and pairwork sometimes. This was balanced with individual sea
[interactionsjwhere work and whole class instruction

students discuss a
shared task.

Frequent and relevant Fairly weak Two PTs made frequent use of alternative TLMs a

use of TLMs beyond threedid so sometimes, althoudbur regularly

the textbook. created and used resourceless activities beyond tl
textbook (e.g., delivered via board or orally).

T regularly engages in Fairly strong Questioning and elicitationevefrequent forseven

both open and closed PTs, mainly lower order and closed, but sometime

questioningand alsoopen(although igher order and critical

encourages student guestioningverelesscommor). Learner questions

guestions. were freqent for all PTs.

T. makes use of local Fairly strong All PTs were LZinclusive in their practicesnost

languagesind using it frequently themselves, including regular

codeswitches. translanguagin

T. plans varying lessoi Fairly weak Six PTshad a small number of predictable lesson

structures to engage structures, two showed more variety.

and challenge student

These observatiodsof highagreemenbetween my findings and those of both the
international literature on teacher expertise antktailed review on effective pedagogy in
developing countre(DCs) are important for two reasons. Firstly, they provide a degree of
construct (convergent) validity (Trochim, 2020) to the studiyrthertriangulation to
support my claim that this is a study of teacher expertise. Secondly, they begin to point
towards a number of areas for further research, both in our search for areas where expertise
seems to be consistent in its nature irrespective aégbar challengegSternberg and
Hor vat hés e x p e rlo9staedancmir searchfar ardaoin whighethere may be
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differencedn aspects of teacher expertiseencomparing thehallenging contexts

frequently found in DCs with those in highecome countrig; see work by Campbell and
on nAdi ff ereg. Camplaell et dl. 2808 20@4b; Meij§ f e c t

col
et al.

11.3.1.Further findings with little or no support in prior literature

| eagues

, 2005).

Table21 presents 4 furtherthemesof importance from this study (extracted from the

comparative spreadsheatgveloped during data analysfgpendixP) that received little or
no support from prior ET studies. While some of these may haiseendiscussed in the

literaturedue to assumptiathat they are standard practicdigherincomecontextse.g.,

usi

evidence of PTs building learner setinfidencegconsistent evidence &fl inclusivity across

ng | ear ner sothermasematable forehgiuabsanodlugingstrong

alPTs,and PTsb

of these are integrated into the discussion below. Camsidegether, these findings suggest
that ETs working in more challenging contexts may possess additional competencies, skills

and strategies above and beyond those of ETs working in more privileged circumstances.

Table 21

perception of their | eiamamyer s

Findings from my study with li& or no support from prior teacher expertise studies

Domain Theme # of prior
studies
1 Belief i né Selfasrole model 2
2 Interpersonal practice Using learners' names regularly 1
3 Building learner seltonfidence 2
4 Frequent interaction witparents not found
5 Languaging practice L1 inclusivity not found
6 (Conscious) simplification of (spoken) English not found
7 Pedagogic practice Selective curriculum coverage 2
8 Uses specific strategies for nomination not found
9 Dialogicdiscourse 3
10 Practice activities (any) for individual or collaborati
work 3
11 Responsive form focus (i.e. grammar clarification) not found
12 Professionalism Seeing learners as main evaluators not found
13 Training programmes have be@fiuential not found
14 Desire for feedback (from observer) not found
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The remaining sections of this discussion focus on specific clusters of findings from this
study, particularly where differences were ndiethe wider (ET and DC) literature. This
includes bothrobustfindings intheliteraturethat were not supported blyis study and

findings from this study that receive little or no support from the wider literature. At times it

Is possible to offer potential explanations for these findings through discussion of contextual
challenges, constraints and affordances t@participant teachers experienced.

Interestingly, where broad differences to the ET literature are discussed below, the exception
from this study is almost always the teacherking in the most privileged context, Kuheli.

In such instances, her pracsogere more consistent with the ET literature, providing

further evidence thatocial and economic disadvantage, in alhignifestationsis aroot

explanatory factofor these differences

11.4.Planning, improvisation, negotiationand variation

This study povides further support for the finding that ETs often do not write lesson plans;
PTsd6 planning was o0 ®yg8oli&hbiVingston, 198% Westermanp r o ¢
1991), fluent and efficient (Li & Zou, 2017), and their plans were contingent exitlé,

consistent with the ET literature (Tochon & Munby, 1993; Yang, 2(Adtial supportvas

foundfor an additional frequent finding, that ETs plan caref(dly., Leinhardt, 1989);

several but not allPTs seemed to be planning more carefully t@nparableolleagueslt

is notable that, despite their expertise, some (mental) planning seemed to be newmessary

the few occasions when PTs did not have sufficient time to prapanelessons were less

likely to be effectively structured and their activity choice and instructions less appropriate.

This study also providestrongsupport for the related finding that ETs are able to
exhibit considerable flexibility while teaching, improvising resporisiye t o | ear ner ¢
emerging needs and challenges (e.g., Berliner, 2004; Sorensen, 2014). Two PTs, Nurjahan
and Kuheli, characterised this abiliny as
actiono respectivel y, t stact(1983);bathrfelt thattheyi ng u
were aware of this happening as they taugh
one of the primary means by which thidaptive expertisésee Carbonell et al., 20114
manifested itself among Pd ghrough negotiabn with learnerd is less salient in the ET
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literature. Four ET studies report teachers providing choice to their learners, most often
involving personal task choice (e.g., Milstein, 208&)ith & Strahan, 2004 rather than
negotiation with the whole clasSix PTengaged in such negotiati@hree frequently),
occasionally of lesson contempre oftenof lesson structure, activity choice apiebcess
While both Nurjahan and Kuheli justified negotiation through reference to developing
learneragencyarmlut onomy ( as dR015)Mhislpsadtice maydbe moET s
evident among PTs than in the wider ET literature due to specific contextual challenges (e.g.,
the unpredictable nature of lesson length and learner attendan8es.2genaking this a
finding of potential consequence to other DC contexts wéiardar challenges are likely. It
is also likely to be due tiheirregular lesson length documented in this study that only
partial support was found among PTs for another robust finding in thédEdtdire, that
many ETs regularly include summaries or rea®flearningat the end of lessorgs.g., Lin

& Li, 2011).

The only two of the six effective practices presented by Westbrook et al. (2013) that
did not receive clear support from this stwadso warrantdiscussion heres both relate to
aspects of teaching that are typically plannedBased on evi dence of
|l essonso (p. 59) among |l ess effective teac
lessons led to improved outcomes, Westbrook and colleafpsesve h aadriatidn in
lesson structure challengesstmdes 6 expectations and makes t
59). While this may be true, it does not follow that teachers need to provide such variety to
be effective, nor that greater predictability renders them less effective. Indeed, one of the
most robustindings in the wider ET literature is that ETs frequently have established
routines and procedurégeported from 4 studies (e.g., Leinhardt et al., 1987; Gross, 2014)
andstrongly supportetly this one Learners may find such predictability reassuring,
reductive of cognitive | oad (Kirschner et
vocabulary queggame 8.7.3.1. Only two PTs in this study demonstrated a widgiety of
lesson structures (Gajanan and Manjusha), and these often varied in thetye@itthe
remaining six, their most predictable lesson structures were often also their more systematic
and, arguablyeffective For example, beginning lessons with reviews of prior learrseg (
Wester man, 1991), dr awi ngawhenintroducingraedr s 6 bac
interpreting challenging texts (Gudmundsdottir, 1991) or preceding activity work with whole
class interactive teaching (Yang, 2014) al

as structuring heuristics, aldarguably as suéhfeatues of their expertisgsee Leinhardt &
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Greeno, 1986)Thus, it can beeasonedhat it is appropriate structuring, rather than variety,

that is likely to increase efficacy.

The second notabBifferencebetween the findings of this study and Westbradok e
al . 6s (2013) f r amé.aq@lakedilecisionnaking souseltMsdoct i v e
supplement core curricular content (typically the textbook in DC contexts). Of nine studies
citedby Westbrook et athat report the use of TLMs as a contributostiedent learning,
most involved interventiords particularly the introduction of activitpased learning at
primary graded rather than existing practice (p. 56; e.g., Arkorful, 2084y et al, 2012).
While two PTs frequently made use of TLMs, three did so only sometimes, and three rarely,
yet all regularly instigated a range of strategies to adapt often overly challenging curriculum
content to make it accessible to their learners, espediatiygh the use of bespoke tasks
(e.g., Nurjahanoés text c dooppersatiorewilsthesmaleq u e st
writing activity) that were delivered orally or via the board. Others made use of impromptu
AiTLMso, i ncl udi ng Gaj ephaqgibhad wosight tooclass o orgrit ot 0 g
learners towards his lesson tofseeextract8), or bot h his and Kuhel
birds (TLMs of sortg visiting their classrooms. i$ likely that rather than the use of TLMs
per se, it is the supplentation of core curriculum content with activities appropriate to the
| earner sd needs,domething several PEsaaild do wehbut thecneed fpr
additional materials (discussed further beloar)d is potentially more feasible in low

resaurce contexts than the tinmmnsuming, sometimes costly development of TLMs

11.5.Expectations, inclusivity, confidence building and

differentiation

Several notable differences between my findings and those of prior ET studies relate to the
issue ofteacher expectations of learndfive prior expertisss t udi es report th
bar higho (Milstein, 2015, p. 161) or push
Torff, 2006).However, among the PTsnly one, Kuheli, who worked in the ntgsrivileged

context (also to a lesser extent Nurjahan, whose learners were also comparatively

privileged), was regularly seen to set high standards for her students (e.g., expectations
regarding homework completion, pushing learners to justify choserees)swand she did so

most often for the higher performing learners in her classes. All Birgér and Kuheli, for
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her less able pupilswere more often seen to prioritise inclusivity and encouragement,

willing to sacrifice even basic expectations to provageortunities for a greater cress

section of the class to contribute during lessons. This was most obvious in their willingness
not simply to allow, but to encourage learners who were not able to contribute to classroom
discussions in Englishtodosohetr L1I(o b s er ved i n), arkhéirrddinesstoc | a
use the L1 when required themselves. It was also observed in how they adap#dg (

simplifying) textbook materials to ensure learner understanding and engagement (e.g.,
Shekhar 0 stass), and in Bow theynvould make concessions for poor attenders and
learners with potentialENs (e. g., Gaj anandés choice to av
completed homework but to praise those who had, or the regular concessions that Vinay
made tdhisless motivatedna | e | ear ner s) . I t s ecenfidencédrat b
selfesteem was a greater priority than setting high standards among PTs. Interestingly,
despite being central to the practice of seven PTs, this emphasis on building confidence

found ony limited support in the ET literature, mentioned by Bullough and Baughman

(1993) and Hanusova et al. (2013), who not
confidence with appropriately challenging
reported in the wider ET I|literature, PTs 6

issues of confidence building and inclusivity. As Nurjahan ndgteélt o make t hem |
thaté you are i mportant f o MNurjaghardFl/06:00uThieemphasisi r f
on bui l di n estderm id annngortand finding bf this study, and likely to be

strongly related to the particular contextual challenges involved, such as the overambitious
curricula, the influence of prior failure in leangi (often as a result of these curricula), and
even | ear ne(Asol& Base 20t7)wheanerbath society and even family (see

82) may i mpact neg aimage. &iventha suchictealemgeseares 6 s e |
common across DC#®(itchett & Beaty, 2012 2015, this finding may constitute an

important feature of teacher expertise in such contexts.

Because of the often wide ability and motivation ranges in their classes, differentiated
learning strategies were regularly seen among PTs, consisgtierthe ET literature (e.g.,
Goodwyn, 2011; Hanusova et al., 2013). Five PTs were regularly observed to differentiate
by task (e.g., providing extension tasks to faster finishers), five to frequently provide
individually differentiated feedback to studenespecially during active monitoring, and
three to frequently differentiate their ow

providing support to learners with lower levels of English proficiency; evidehlemguage
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choice differentiation of this pe was not noted from any pri@acher expertisgudies
(multilingual practices are discussed further beland constitutes another important

finding.

These observations suggest tiat practice ofetting high expectations, while a likely
feature of H practice in more privileged contexts, seems to give way to efforts to maximise
inclusion, confidencéuilding and participation as greater priorities of ETs working with
disadvantaged learners, at leadhidian secondary classroonihis was supplemesd by a
range of differentiation strategies that nonetheless enabled most PTs (not all) to challenge
each | earner at their most appropriate | ev
respective to their diverse zones of proximal development (VygatSida).

11.6. Engagement, understanding and thinking skills

A further importanfinding relates to how PTs scaffolded cognitive development for their

|l earners. Central to the majority of PTso
related, usually sbng beliefs: in the importance of keeping learners engagedensuring

learner understanding during the lesson. The first of these is well supported in the wider ET
literature (e.g., Asaba, 2018; Traianou, 2006), the latter is not, although it m&gbhdda
granted in contexts whelawer linguistic diversity andigherproficiencyin the medium of
instructionare less likely to impact on learner understanding. The strength of this belief
among PTs also needs to be contextualised within an educatystein where rote
memorisation, rather than deeper understanding, is a widespreadBiatta¢harya, 2013;
MHRD, 2020). It was revealing that several Basva causal relationship between these two

beliefsi higher engagement mdgad to, or even reflecincreasedinderstanding:

If they engage with [my] activities, it will be like helping them to understand the text
on their own. NurjahariPL12/09:50)

If the students interact, we like the interaction, | like the interaction, and | think that
yes,al east they are under s Dipikaeflilei2g:30)what i s

These beliefs echo the recommendations of a key OECD publication on effective

teaching practices that also contrasts understanding with rote memorisation:

€ i tnotshe facts themselvesut understanding them that matters. This has
implications for teaching and learning strategiematead oimemorisation, more
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active engagement which aims for student understanding woelpidoepriate
(OECD, 2018, p. 60).

In the classroom, these heds manifest themselves in diverse ways, in both this study

and the wider ET literature, including the adaptations that PTs made to curricular content to

bring it closer to |l earners6 interests and
regularuseb acti vities that nfAnengage, <challenge,
nor overwhelm themo (Bond et al., 2000, p.

Questioning and elicitation strategies were also oftensg&7Tsas means to increase
engagement and build understandicaysistent with prior accounts of ETs (e.g., Chen &
Ding, 2018; Traianou, 2006), although a difference to thenlitdeature was noted in this
area. While several prior ET studies note a strong focus on higher order questioning and
critical thinking skils among ETs (e.g., Torff, 2006; Varrella, 2000), this \eas obvious
among PTspbserved regularlgnlyi n Kuhelamd <dmestsiemes i n Di
Nur j a Dthemn BTs were more likely to ask lower order questions, most typically to
assess anscaffold learner comprehension of text and content, albeit using a variety of both

open and closed questiag.

Anot her, related difference between PTs:/¢
literatureconcernghe use ofnductive learning in thelassroom. While a number of ET
studies reference the regular use of discovery or prebksad learning (e.g., Chen &
Rovegno, 2000), these were rarely observed
collaborative activities that they providecttsed on text comprehension, awareness of
literary devices and language meaning. Occasional pretidving activities mainly
involvedclassifying (see Figuré3), comparing, exemplifying and explaining (all lower
order), that nonetheless seemed to entgagaers well unsurprisingly so, when these are

contrasted witthe moretypical memorisatiorand lockstep practicéabat mostiearnersvere

used to
These observations indicate that, when :
revised taxonomy (Andessn et al . , 2001; see Figure 44)

understanding differed both from the lower cognitive focus of their peers (for whom
remembering predominated) and from the higher order focus of some ETs irihggme
contexts, with Kuheli as thdearest exception. It seems reasonable to conclude that, in

contexts where rote learning is the norm and basic understanding remains a challenge, ETs
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may defer the focus on higher order skills, particularly if these are rarely tested in
examinations in theurricular contexts involved a finding of potentially great significance

to teacher education and curriculum development if confirmed by other studies.

Figure 43

One of She kdngaged s a dassifichton thsk (Obs. 18, Gr. 9)

Figure 44

PTs6 pri mar y udergjanding (adamed fraoncAndsrson et al., 2001, p. 31)

Create ™~
(e.g., generating, planning, producing)
Evaluat
vatate higher order thinking
(e.g., checking, critiquing)
skills
Analyse
(e.g., differentiating, organising, attributing) Y,
Apply
(e.g., executing, implementing)
Understand PTs focused mainly on
(e.g., explaining, exemplifying, classifying, comparing) understanding
Remember Most common focus in
(e.g., recognising, recalling) Indian classrooms
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11.7.Ambitious curricula and text interpretation

A regularlydocumented challenge in DC contexts relates to curricula, which are often found
to be overambitious/overloadéelg., Bhattacharjea et al., 2011; Westbrook et al., 2013;

World Bank, 2018; Pritchett & Beatty, 2012 particularly for learners in rural areas (e.qg.,

Alcott & Rose, 2017Wang, 2011)who are more likely to be first generation schgoérs.

This finding has been boeout by this study, which regularly documented PTs needing to
make changes, take more tithan colleaguesand provide additional scaffolding, despite

which they still struggled to ensure learner understanding of curriculum cofgseonePT
noted: fil think that syll abus, someti mes i
c hal | e n g eGahmaiETI/48M@).noweyer, this challenge is exacerbated by an
additional factoii the expectation that English teachers workingegbndary grades in

India teach English language and literature combined, even though many learners are often
still struggling with basic literacy (Anderson, 202@®SER, 2017, 2018n what is, for

many, their third written script. As Bhattacharya (201.3174) notes, even in a private
school context, fAchildren had great diffic

lessons.

This potentially unique challenge has led tophevalencef a text mediation strategy
among Indian English teacheassecondary levelgalled text interpretatiorabove(see
2.3.3;9.6.3. Unsurprisingly, there ittle prior discussion of this in the ET or DC literature
(although see Probyn, 2019, ftiscussbn of similar practices in South Africayet it merits
discussion here due to important differences between how PTs &d Bnducted text
interpretation, the practices of the latter being more consistent with prior reports from across
India (e.g., Bhatacharya, 2013; Meganathan, 201&Yen in the most disadvantaged
contexts PT&text interpretation (e.g., Shekhar, Raju) involved a number of important
differences to those of comparableElPs o bserved, whose pupil s
interprete xt so0 (Bhattacharya 2013, p . 166) , and
understanding or specific lexical items (Bhattacharya, 2013; Meganathan, 2017). In contrast
to this, PTs scaffolded and assessed learner understanding of texts more carefalgisahil
providing explanation and documentation of key English language lexis and grammar in the
text to facilitate explicit learning. When the text interpretation practices of PTs wavkimg
lessand moreEnglishproficient learnersire compared, a clirg sorts can be identified
from more scaffolded suppatmongthe formerto more independent reading practibgs
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thelatteras | ear ner s 6

iBaregdes (sckablg22), oelenliog apathitowards

independent reading that other English teastand their learners may be able to navigate

notwithstandinghe obstacles that social disadvantage and inappropriate curricula place

before them.

Table 22

A path fom basic to critical text interpretation

Most NPETs Basic text
(also Bhattacharya, interpretation
2013;Meganathan,

2017 Padwad &

Dixit, 2018

T

Teacher reads and explains or paraphrases text cc
using mainly L1.

Teachemayask questions to check comprehensior
Dictation, copying or (occasionally) elicitation of
correct answer textbook or typical exam question

Shekhar Scaffolded
text
interpretation

Review of prior learning and lead into text.
Teacher reads, translates and explains text using L
with systematic recording of new lexis (words,
expressionsetc) on board tdelp learners noticend
recordkey features of English

Some literary devices and aspects of grammar anc
culture are also explained and noted on the board.
After each paragrapkeacher provides time for
learners to take notes of new lexis and ask questi
while teacher monitors.

Use of or al 6 d e vteHoth gssessr
and scaffold learner understanding, sometimiés
further clarification.

Collaborative (small grougidiscussion activities
focusing on some feature of lexicogrammar from th
text, followed by whole class feedback.

U

Nurjahan Independent
text
interpretation

Text introduction, including schemata building and
whole class interactive teaching.

Teachetled preteacling of challenging lexis from the
text, involving elicitation, boaidg and translation.
Whole class reading (teacher reads text once alout
English while learners follow in books).

Either independent silent readingamilaborative
paired reading withdcuson bespoke text
comprehension questions. Active monitoring by
teacher to provide tuitioandanswer questions.
Feedback to confirm answers to comprehension
qguestions and extend | €
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U

Kuheli Critical text 1 Text introduction, including schemata building and
interpretation whole class interactive teaching.
1 Learner independent reading (usually silent,
individual).

1 Pairwork tasks with focus on both text comprehens
and higher order (critical interpretation)estions
with active monitoring of teacher to provide tuition,
answer guestions.

1 Extensive feedback to taskscludingdynamic
assessment and whole class discussion of text, de
peerchallenges and discussion.

11.8.Multilingual practices

Probablythe mosprominent finding of this study thatlisrgely absent frorthe wider ET
literature, yet strongly supported by studies of effective practices from DC countries (see
Tables18and®?0) r el ates to PTsdé complex mul bfi | ing
ET |Iiterature originates in fAmonolingual o
those reliable studies that involve language classrooms contvignytéttle discussion of
multilingualism ¢.g.,Hanusova et al., 2013, 2014; Tsui, 2003), almost nothing is known
about the practices of expert teachers who work in more complex multilingual classrooms.
However, given thadinguage diversity is higheon averagdn lower incomecountries (de
Grauwe, P06) this greateragreemenivith the DC literature is not surprising, and also
predicted byprior research in this area (see, eltpugh,2021; Makalela, 201p Findings

such as the Linclusive practices of PTs, their varied uses of translation, angséhef L1

bothto facilitate and assess learner understanding are abbleoand largely consistent with

the rapidly expanding literature on good practegardingL1 use in the L2 classroom (e.g.,
Butzkamm & Caldwell, 2009; Cook, 2018pdon multilingual literacy developmeié.g.,
Cummins, 2011

The translanguaging practices of PTs documented above may also contribute usefully
to the rapidly expanding literature in this area (see, e.g., Garcia et al., 2017), the majority of
which has come from th@lobal North to date (Heugh, 2021), with little detailed qualitative
research from India (Lightfoot et al ., 202
important exception. Theombination of spoken translanguaging and largely monolingual
English witing among PTsnd their learnens particularly interesting, due to it being
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largelyreflective of wider socigbracticein India, wherewritten uses oEnglishare

typically monolingualSi, 2011) yet spokemuses arenuch moreranslingual, with English
resources typically freely integrated into other langu&ggsaihotri, 2007) Thisobservation
islargelyc onsi stent \W20IBki Andaer sdbndsranslingual
to model effective translingual and monah g u a | practices across t
(p. 34), encouraging similar practices among their learners and enabling them to

Amonol anguageo (p. 32) in exams when requi
acquire the resources that are sufficit f or t he functions they
(2013, p. 42).

11.9.Professionalsm

As discusseth 9.9, findings in this area must be treated with caution, given that two aspects
of professional practice were used as selection criteria (rééaelser trainers and
engagement in CPD). Nonetheless, there were consistencies betwéproReEsional

practice and those described in the wider ET literature which were less directly related to
these criteria, including their dedication to their worky(eGoodwyn, 2011), their belief in
the importance of professional communities of practice (glgna et al., 201§ their
willingness to support colleagues (e.g., Pepin et al., 2017) and their sustained interest in
innovating, experimenting and challging themselves in the classroom (e.g., Tsui, 2063)
addition to thesegvidence that most PTeel strongly that thepenefitted from specific
generally topdowntraining and workshops in their early caresalsoimportant,given

current trends toards teacheled CPD When brought together, these elements are
consistent with Fullanés construct of dAcol

c
di scussion of some educatorsé ability to d

Most countries haveultural instances of collaborative professionalism that may not
be entirely obvious. In many cases, these educators have been working under the
radar because of misguided policies that focus on testing and evaluation. These
leaders can be liberated if tfecus shifts from policing standards to involving
everyone in the educational system as partners in collaborative professionalism.
(Fullan, 2016, para 10)

Of those areas of professional practice less likely to be influenced by the selection

criteria usedthe finding thatilmost all PTseflect extensively many criticallyd was also
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consistent with the wider ET (e.g., Gross, 2014; Tsui, 2003p&h(Pryor et al., 2012)

literatures as was evidence of intrinsic setiotivation (e.g., Milstein, 2015¢oselylinked

to PTsd sense of responsibility towards th
in the ET I|Iiterature by frequent reference
underpinning their practice, \chliménsidduof | ough
experti sadeensetohgneeding to slkone@dypungorp

(1995, p. 470; also see Campbell, 199mith & Strahan, 20Q4Hanusova et al. (2014, pp.

867868) draw parallels between this relatio
di scussion of teacher @Amissiono and its re
53) . I't seems | ikely that t hi spromptingsbeth of du

extensive, critical reflection and a commitment to lifelong professional development even in
contexts where there are few opportunities for professional support, as was found in this

study.

11.10. Personal attributes ofPTs

Of eight personal attrilies that are frequently documented among ETs in the literature (see
Table17 above), all but one were also true of all, or almost all PTs, particularly their passion
for and enjoyment of their work. While their care for/love of their learners was also

supported by the ET literature (and doubtless linked closely to the sense of mission

discussed above), a related belief amongdPimgeducing the fear that learners often

associated particularly with the school environment butwigdoEnglishd was notfoundin

the ET studies reviewed, althoutjlwas evident in the DC literature. Given the continued
prevalence of corporal punishmentiomecountries, it is revealing th#tis literature often
discussesthe needfioirs af e 6 | ear ni n Addg etal,i201?, p.&xOBECDs (e . ¢
2018; Westbrook et al., 2013, p. 2). &% teachehighlighted in a recent OECD study
ALearning can not happen if the childbs ps
(OECD, 2018p. 48) e c hoi n goneagbavataa9iB4)

The only personal attribute noted in the ET literature that was only weakly supported
by this study is the observation that ETs are sometimes unusually emotional about their
work, for examplewhen they are not able to meet their own highdseas (e.g., Berliner,
1988; Tsui, 2003). While all PTs exhibited high standards of professionalism when

compared to colleagues, only one, Kuheli, was seen to become somewhat emotional on two
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occasions when she perceived that she had not met thesadsiislg that, due to the
significant challenges and unpredictable conditions that the PTs face on a daily basis, they
have learnt to manage their expectations and emotions correspon@magystent with the
beliefs of Indian teachef English(Anderson20209, qualities such as resilience (strongly
supported by this study) and flexibility (also strongly supported as a pedagogic trait) were
more evident, and likely of greater importance to theirtdayay emotional wellbeing,

enabling PTs to retain, the main, a positive seifnage.

11.11. The Nndl-eamnheedo question

Perhaps one of the most frequently debated questions with regard to effective teaching
practices in developing countries concerns the degree to which such pract&iesutade
consistent with t-dherster adlv-oemtieldadadmmdérdki bdo
(LCE) that are frequently promoted through change initiatives in DCs (see, e.g., Alexander,
2008; Schweisfurth, 2013; Tabulawa, 1998, 2003). This is a questpartafular relevance

in India, given references to LCE in key policy documents (e.g., MHRD, 2020, p. 3), as well

as the numerous change programs involving it, many of which relfpalfénges in its
implementatior(Brinkmann, 2015; Sriprakash, 2012). Inhigf the varied ways in which

LCE is frequently characterised or invoked without definition (Alexander, 2008), the

di scussion bel ow drlgpwisl)empiocalyd@ived @aspect 6 s ( 20 2

framework for LCE(my clarifying terms added in square tkats)
1. Active participation (including interaction)
2. Relevant skills (realife and higher ordeskills)
3. Adapting [ i nstr uc f{inclodmg humamndeds)e ar ner s 6
4. Power sharing [between teacher and learners]
5. [Learner] Autonomy (including macognition)
6. Formative assessment

This definition, like others, is problematisable, particularly with regard to how the
i ndividual el ements are construed; for exa

depend greatly on local norms in a givemtext. The current study, nonetheless, provides a
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usef ul opportunity to discuss these throug
NPTs observed; PTsd | earnersd opinions of

furthercontextualiang data.

InseveralareaB T s 6 p wearefuttheralerg the cline towards LCE than those of
NPTSs, albeit to varying degrees (see Chapter 10). Perhaps the most obvious of these is the
much higher likelihood of PTs providing learners with independanhieg activities (as
manifestations oéctive participationpower sharingandautonomy, and the time, space
and necessary support through active monitof@agptinginstructiontol ear nen,s 6 ne
to complete them. While such activities were occadipobserved among NPTs (in 25% of
lessons), they were often rushed and only once conducted collaboratively (with little
success). Among PTs, such activities were more often collaborative, and invariably
successful insomuch as most learners worked autamglynand interacted together well,
although there was variatidrere(see 9.6.4). Secondly, all PTs, in varying ways, were seen
to beadaptingcurriculum content o | e a r n(iactuding theirenteiksds and ability
levels), by personalising content, @ wi ng parall el s to | earners
(less often) replacing textbook activities with more appropriate alternatives that also took
into account their interests (e.g., Manj us
(e.9., Shekhd&rs and Gaj anands simplifi &thswasrarely nat
seen in NPT lessons. As a result of this, PTs typically took longer than comparable peers to
Acompl ete the syllabusodo, evidencenef sHheiac

than that of their colleagues.

In other areas, evidence was more mixethrmal formative assessmenis regularly
observed, typically integrated into whole class instruction (e.g., through questioning) and
independent activities (e.gvhile monitoring, although more formal formative assessment
was rareThe regular negotiationf most PTsconstitutedoower sharingpractices offering
learners more control than is typical in Indian classro@ftisoughthis was usually limited
t o t her aithhbewo ,t han t h BurthienmPisarttegrationfof praetieatdal-i n g .
life) andhigher order skillan their teaching varied, with only Kuheli frequently doing the

latter, and most focusing as much on exam skills as on practical language use skills.

Thus, while the practices of all PTs were generally more leaardred than
comparable peers, it woulie an oversimplification to attempt to use this construct as the

primary means for characterising commonalities antbagh Mostalsomade frequent use
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of teacheiled (albeit interactive) whole class instruction, with the content defined primarily

by thecurriculum and the selection, sequencing and pacing primarily by the teacher. With
perhaps three exceptions (Vinay, Manjusha and Gajanan), this constituted generally strong
Aframingo (see 10.4) in the Bernsteinian s

Further,definitions oflearnercentrednes@Bremner 2021;Schweisfurth2013),rarely
emphasisevhat was arguably the most powerful commonality among PTs: the safe,
supportive, relationships of trust, respect and enjoyment that they all cultivated in their
classroomswhatBremner(2021) callsthéi humani st i ¢ r ol eo was f o1
definitions of LCE(p. 174). Even considering variation obseraatbng PTsthese
relationships were usually much more paren
(Schweisfurth, 2013. 12), born of a humanistic desire to lead and guide, more than a need
to offer up control to their | earners. Wha
did not want more control over the learning process. On several occasions, Manjusha,
Gajanan and Nurjahan had to convince their studemigen overrule them (ironically) while
negotiating that they would do something more collaborative or specific to their personal
interests when the learners requested either tetatheeading or exam practicMost
telling in this regard are the findings of the learner focus group tasks in which they were
asked to rank 10 qualities of a good teacher. On average, across all PTs, learners prioritised
characteristics that indicated a stronger preference famniasive, teachded, yet equitable
pedagogy (see Table 23).

Table 23
Average learnerranks and scoreseiqu al i ti es of a O6good teact
Rank order Qualities of a 6good t e Rankscoré
1 Explains things very clearly so that we afiderstand 4.08
2 Helps all of the students equally 411
3 Corrects our work and helps us to improve it 4.70
4 Helps us to prepare for examinations well 5.06
5 Asks many questions to the students 5.58
6 Knows her/his subject well 5.74
7 Planslessons carefully 5.77
8 Tells students to work in pairs and in groups 5.90
9 Is kind and cares for the students 5.93
10 Plays many games in class with the students 8.14

Note.1. Averagerankacros99 groups of B5 learners.
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Learnersoé6 perceptions of teacher rol e ai
they are exposed to, and this may cause them, on average, to expect lessdasau:r
instruction than the PTs were providing. It may be that these expectatiorysidéotihose of
colleagues, parents and institutional norms (a lbabltusof sorts Bourdieu,1977), served
to limit the extent to which some PTs were able to develop a more lezmieed pedagogy.
As such, it was revealing that the learners of Vin#yy used collaborative learning the
most, rankedhe use of pir and groupwork lowesbn average (m = 7.8; 12 groupg) all
PTs6 pupils.

11.12. Subjects peci fi ¢ di scussi on: PT:

teachers

The generally notsubjectspecific nature of thistudy ispremised on the assumptitirat

the majority ofET practiceshold true irrespective afubjectdifferencesa premise

confirmed by thewumerous sharefthdings discussed above. However, it is also possible to
consider the extent to which the praes of PTs are consistent witleory and research on
how additional/second languages are learnt (i.e., the SLA literature), and related discussions
on appropriate/good practice in communicative language teaching (CLT), the currently
dominant paradigm inisicourse on best practice in language teaching. This is, however, a
complex discussion, as most such literature originatéeeilobal North, particularly
Anglophone countriesyith a stronger focus on tertiary aadulteducatiorthanmainstream
curricular primary and secondargontextyCanagarajah, 1999; Holliday, 1994 date,

this literaturdargely neglects the challenges of language learnitigeitislobal South
(Anderson et al., 202Banegas et alin pres$, where schooleadiness and access, literacy
development, ambitious curricula and exam washback are all much stronger influences on
what happens in classroomf&n thepsycholinguistic processasvestigated ilmuch SLA

research. Keeping this in mind, the following obsd¢ions arenonethelessyorthy of note.

Thefirst suchobservation concerns the variationfound® Ts 6 concepti ons
(see Chaptet0). Vinay taught English primarily as language, adapé fluencyfirst,
meaningfocused approach tothedevalop nt of hi s |.&hkillelmeer sé6 f ou
prioritisedreading and writingkills, he also developed theipeaking and listening through

his own Englishmainly interaction witithem, the regular use of AV materialsdfrequent
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learner presentations ongpect progresswvhich allowedopportunities fomegotiation

corrective feedbacndform-focus as requiredesponsive to needs (i.e., Focus on Form,;
Long, 2015). All of these practices are consistent with recommendations in the SLA
literature which typicallypromoesmeaningfocused, skillsoriented instructiorte.g., Ellis

& Shintani, 2014)Further, lis prgectbased cycles of learning oftbore similarities to

some models of tadkased language teaching (e.g., Willis, 1996; Nunan, 2004), albeit over
longer time framesnvolving more complexranslingualpractices among learneaad a
stronger exam influeze on project design than the tdsksed literature typically
recommendsin contrast to this, Dipika taught English more as sufdjectsing primarily

on building her | earnersdé declarative know
mainly Hindi (theschool MO) to do this rapidlywith a secondary focus on reading and
writing skills. Her strong focus olexisd the single strongest predictor of reading ability
(Miralpeix & Mufioz, 20189 meant that her grade 10 learners were found to have quite
extensivepassive vocabularies, averaging €0D words (c. A2; n = 22; rangg 200

2,700), contributing to heronsistentlyhigh SSC exam pass ratetowever, there was very
little focus onmonolingual Englisispeaking and listening skills in her classes.

Whenanal ysed from this peankemguwdtoheae Vi nay
conducivet h a n  Dto the mora inplicilacquisitionprocessegypically valued in the
SLA literature Hi s i s, from a Bernsteinian perspe
anddemonstratethat some expert teachers working in challenging contexts are able to
employ fairly communicative approaches to language teaching, at least when given the
freecdom todo thisacross several gradbsfore the stronger SSC exam focus of grade 10
Di pi kadsiscogepto@ddpe hf or mance model ocofsBtent nst ei
with the expectations of her learnétsheir parents and the school manageméfitether or
not Vappr@ayghdveuld work in her larger class@thin a more tightly monitored,
examfocused systepremains an open question; certainly it would be more difficult. My
earlier investigation into the beliefs of Indian teachers of Enghsldérson 20209
indicates thatwhile beliefs InTEaS and TEalarebothcommonin one professional
community,awareness of CLT and SLA theory are rads¢ see Bhattacharya, 20,13
evidence t hat (andiawmaeseyedssaitreogsspcoh asPralhu drikKrashehis

“I'n the rank order task, [Dlhelpsuktapreparéferaxamart $ onen wav ¢
second of ten qualities offgood teachér(n=20 group}, Vi leaner&ankedthe same qualitfifth.
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unusual, if not exceptional. The only premrcountf the methodologpf expertlanguage
teacher8(Andrews & McNeill, 2005; Tsui, 2003)escribepractitioners who combine
regular explicif often predictivédorm focus with meaningful prace opportunities,
suggesting a weak i t assukp p ocorhneudicative approach (Anders@®20d than is

typically recommended in the SLA literature

This TEA/TEaS distinctionis, however, only one way of interpreting difference
among PTs with regard to how they taught English. It interacted in complex ways with their
dual role as teachers of English language and literature. In her comparatively small classes of
mainly middle tass learners in urban Kolkata, Kuheli was able to simultaneously develop
both language skills and literature knowledge without necessarily having to prioritise one or
the other. As well as providing meaningful opportunities for skills development, she was
able to develop her |l earnersé6é critical tex
appreciation of literature and literary devices; similarities were found as much to the
practices of ETs of English literature in higher income contexts (e.gdv@m, 2011,
Gudmundsdottir, 1991) as they were to SLA/CLT notions of best practice. Importantly, she
was the only PT for whose learners the curriculum and textwele not too ambitious a
potential insight into how such an approach was possible foil he practices of two other
PTs (Raju, Nurjahan), could be analysed usefully frarardent and language integrated
learning CLIL) perspectivde.g., Ball et al., 20)6nsomuch as their focus was primarily on
the content of tkeatudbslb) getdtphEmRghi sb Fa
language developmeint ways consistent with CLIL recommendations, particularly with
regard to multilingual practices (e.g., Kiely, 2011; Nikula & Moore, 20i@)nable them
to read texts, interactm|l ass and write about the subjec
also seen to embed aspects of other subjects in his English lessons, including social studies,
scienceormaths nt er esti ngly, one of Yuan and Zhar
heradoption of a sofCLIL approach in her classroom.

Aside fromthisd i scussi on of PT seachinglEnghshtHere wgrep r 0 a ¢
numerous discrete practices observed antbagnthat were consistent with

recommendations in what might be caltedsecondary or popular literature on language

teaching, much of which promotes a fAweak?o
i ncludes, f or e xteachind otlexis betore jexsheagn, Watkinp, 20d4),

Gajananos | ive. ,| itbatremmeirn,g 2t0a0s7k)s, (aen.dg bot h S
teaching of |l exical c¢chunks and coll ocation
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Lexical Approach (Lewis, 1993). The active monitoring roles that almost all PTs adopted
bearstrikingly similarity to many oftheteacheroles recommended by Harmer (2001, pp.

57i 63), and botiMurjahan and Shekhar made some use of concept and instruction check
questions (e.g., Thornbury & Watkins, 2007), although this was often done through the L1,
evidenceét odn®adatpher than uncr iltisinatabléthad ad o p
of all these practiteachomgyofwbekkNsgr jaalkah
of check questions) were reported as acquired from training elwgswere discssed by

PTs as personal innovatiomaving developed irrelativeisolationfrom this literature

Most PTs also madaccasionalise of specific activitand gameypes promoted in the
popular CLT literature, such as Back to the Board, Board Race, Findb8eriého and Rub
Out and Replace (see, e.g., Harmer, 2007). These had often been picked up during
workshops and training events, particularly British Council initiatives. Howeverybee
|l ess obviously integrated iimheoprevddsgpaagrpph,act i
and were more often used to provide variet
2013, p. 57) or on occasions when, due to circumstances beyond their control, they could not
progress with their normal curriculum contdekxamples of thisinclud€i nay 6 s use o
ARunning Dictationo game (Scrivener, 2005)
andhi s use of an fAO0Onion Discussiono (KIlippe
However, the most obvious evidertbatsuch activiieswver e r ar el 'y centr al
revealed itself on the only occasiahenl withesseda PT being observed by a local school
inspecto(GajananQObs.36). Very obvious changes were noticed in both his lesson
preparationif wasmoreextensivg and delivery He taught d@display lessodconsistent
with expectations ojoodpractice in the weak CLT literature, includingifeind Your
Partneo activity involving the use of lexical flash car@sd a groupwork information gap
reading and listening activity involving pessigned reading questions (e.g., Littlewood,
1981). This was notable evidence that Gajanan could teach in ways that mudred s
fimported practices. The fact that kkd notdo so on a daily basis was evidence of their
limited impact on his own theorigs-use; similarly for Vinay. Of the eight PTs, Nurjahan
was probably the only one for whom there was consistent evidenaarefregular,
systematic integration of such activities (effplap the boamlused to revise recent lexis)
into her highly eclectic practice.
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11.13. Conclusion

By comparing the findings of this study to the wider literature, this chapter has addressed the
third questiorposed by this thesiproviding clear evidence that theresisongagreement

between the most prominent shared practices among PTs andrédwbust findings of the

wider ET literatureacross all major domains investigated (cognition, pedagogy,

professionksm). However, it has also found evidence of a number of important differences,
and argued thain the majority of cases, these differenaes likely to result from important
contextual constraints and affordances. Tlig§erences ncl ude t he PTsoOo pr
inclusion and confidenebuilding oversettinghigh standards, their focus tearner
understandingverhigher order thinkingkills, their varied strategies for helping learners to
assimilate content from highly ambitious currigidad their complex multilingual practices

i to date overlooked in the ET literatulehas also foundhany similaritiego the key
recommendationsde st br ook et al . 6s (2013) review
in developing countriesncluding particularly thémportance okafe and inclusive learning

environment@andfoci on interactive teaching and formativeetibackor learners.

This chapter has also highlight,ed i mport
particularlyacommitment to serving their learndhat linked directly to their reflective
practicesand their personal attributes, where their passothiir work, care for their
| earners and concern to reduce Afearo in t
learnercentred education above has noted generally more leegn&ed practices than
those of their colleagues, | have also triedntphasise that this construct is not sufficient as
a means to understand both the individual complexity and the comparative variety in their
practices, and also noted that definitions of LCE underemphasise the importtresadé

supportive environmestthatwere found in all eighPT®d ¢l assr oo ms

With regard to subjeetpecific pedagogyHLT), no firm conclusions were drawn;
while some PTsd6 practices were fairly cons
literature, others weneat (both contextualdctors and personal beliefs were important
influencesherg. And whilemanypractices recommended in the language teaching literature
are documented among PTs, evidencedbatecould teach in ways that mirrored best
practice notions in this literaturleut chose not tandicates an ability to appropriate
critically from this exogenous knowledge base; evidence of cespedific, independently

evolved expertise amorie participant teachers.
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Chapter 12. Conclusion

This studyset outto provide a detailed desctipn of the pedagogy, cognition and
professionalism of expert teachers working in the Global Seuth India as the chosen
context It aimed to compare these, baitross caseand to the wider literature to identify
insightful similarities and differergs. It was justifiegbrimarily through the claim that such
descriptions are potentially of great value to attempts to improve the quality of pedagogy in
developing countriesupported byvidence thatery little suchprior researcthas been
conducted. Wite it was not possible tmcludedetailed case descriptions of BIT's(due to

length limitation3, threesuch @scriptionsrepresentative of the variety obseryvace

provided and this is followed bjurther discussionf the full cohort supported by

numerougata extractgo identify similarities and differences among them.

The studyfound evidence of many importasttared featuresncluding many that are
largely predicted by the ET literature, sothatare not but are found in the literature on
effective pedagogy ideveloping countriesand others that are found in neithéfound
evidence i n the PTsepintegratedkrowledgenypiaalfof ETd)well e x t e
developed reflective skills and, in their personas, evidence eé¢ffieficy and an intrinsic
motivation for professional development, fuelled by a desire to serve their learners, whose
opinionsthey valueabo\e all others.The greatest differences among PTs were observed in
their classroom practica finding ofseveralprior comparative case studiesSETS; e.g.,
Milstein, 2015; Sorensen, 2014 the supportingvidenceoffered abovendicatesthatboth

local contextandteachetbeliefsareimportant influences oaxpert teachgpedagogy

This final chapter discuss#éseimplications and recommendations resulting from the
study as well as its limitations. It concludes by suggesting a number of directionsuifer f

research.
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12.1.Contributions and implications

12.1.1.Researching teacher expertise

12.1.1.1. Building on Palmer et al. (2005)

This study provides a revised list of criteria for the recruitment of participamtsacher
expertise studies t oinitialpeyien (seelabled imie?). Itoffdrs al . 0
a wider, more versatile range of <criteria,

Al i kely indicatorso of expertise that othe

This study also demonstrates that a mlgtgriteria approach to participant
recruitment is feasibjeven in developing countries, offering a flexible, yet robust and
transparent selection procedure. This is particularly useful in contexts where both student
examachievemenand stakeholder nomation may be less reliabdes indicatorscombining

multiple criteria reduces the dangereaforsin the identification process.
12.1.1.2, Participatory expert teachetasestudies are possible and equitable

To my knowledge, this is the firskpertteacher case stuadynductednvolving a
participatory elementWhile it was notparticipantled (thiswas never an intentigsee

4.1.7), it demonstrates that it is possible to ofietegree ohgency and equity to participants
in researcheled studiesgnabling them t@ontribute to decisions regarditite study focus
and outcomegroducing a tangible product (their publication) that both they and | feel is
useful to their practitioner communitly offersa possible model for neinterventionist
studies tobe participatory without requiring that participants engage in the-tiamsuming,
often unfamiliar process of data collection and analysis themselves, making it potentially
transferrable to other types of notnterventionist studies (e.g., ethnognap
phenomenological, narrative enquiry, etd@his participatory element ikkely to be
particularlyusefulto futurestudiesin the Global Southyhere power differentials between
researchers and participants may be significant (Adolphs et al., 2016).

Because&T studiesare, by their nature, likely to report mainly positive findings,
includinga participatory elemerman offer bothrecognitionand voice to participants; the
former through the option to be identified (i@&nonanonymougparticipant} and the latter
through the opportunity for them to produce their own descriptions of their practice that

serve aslternativenarrativesto those of the researcher. While future participatory expertise
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studies may choose not to incluslechnarratives, heymay proveparticularlyuseful to

projects adopting a critical theory perspective.

12.1.2.Understanding expert teachers

12.1.2.1. Shaping the expert teacher prototype

Sternberg and Horvathds (1995) experty teac
of expert teachers to one anot hssecedleshegpout 9)
by further research (e.g., Lin & Li, 2013mith & Strahan, 2004 The current study,

through bothts comprehensive literature review and its findingsitastified 89 features of

ETs that arsupported byive or more studie@ncluding this ongseeTablel17); to my

knowledge, this is the most detailed descriptioaroET prototype to dateWhile still

lacking detail in some areés.g., aspects of assesent) this description is of obvious

potentialuse to researchers, policy makers and teacher educators in a réalgs (¢.9.,

pre-service teacher educatidn;serviceteacheiprofessionatlevelopment, methodology

research, curriculum design; setb8istein & Tamir, 1991).
12.1.2.2. An initial expert teacher prototype for lowncome contexts

Althoughthis study has found many features in common with those in the prior ET
literature, the differences have nonetheless proved importardyeoiten related to he
challenges of the contexts in which the participants worked. This includes several features
from the wider ET literature that were not broadly true of my participantiseverakhared
features amonthemthat are rarely reported in the ET literature ditén found in studies of
effective practices in developing countries (see Tabled8and20). It also includes a
number of features that were documented in ne{ffevle 21) When consideretbgether,
thesefindingshelpto sketch outaninitial, contingenteT prototype for challenging contexts,
one thatrequires corroboration fromomparablestudies inotherlow-income contexisas

some of the findings may be specific to India. Such a prototypegstially of significant
value, given how little is known about effective pedagogy in developing country contexts
(seePryor et al., 2012; Alexander, 28] particularly with regard to indigenous practices (as

opposed to exogenous interventionsee the ext section.
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12.1.3.Practical Implications

12.1.3.1. Improving the quality of education in developing countries

While it is dangerous to generalise frommanparativecase study involving eight participant
teachers from the same country (albeit titidferent curricular contexts), given documented
similarities to robust findings from prior ET studies and/or findings from studies of effective
teaching in developing countries, | here offer thobservations and relate@ntative
suggestions for improng the quality of education in leimcome contexts.

Firstly, this study provides confirmation that a number of important, connected,
affective features of ETs consistently hold true regardless of contexsdemstacare about
their learners, feel a sse of moral duty towards them and accept primary responsibility for
their welfare and learning, something also prominent in the literature on effective teachers
(seeStronge, 2007). As a result, they tend to be dedicated, hard working and reflective in
their desire to improve. This propensity to care, fesénse afesponsibility and work hard
to fulfil it, is likely to be a personal characteristiegne, 1992) rather than a learnt one,
largely independent of training, qualification or experience. Asawii(2010) has pointed
out, once recruited, a teacher is likely to remain part of an educational system for several
decades. Tims, ths study supports theaim thatconsideration oéttitudinal characteristics
duringteacher recruitment proceduiasuld help to improve lonterm teacher quality
(Agne, 1992) a relatively lowcost way to improve educational quality itsérhis is
particularly important in Indiavherethe Teacher Eligibility Testsvidely used in
reciuitment procedurefocus predominantly on explicit knowledge and include little or no
focus onappropriate affectivgualities of applicants (e.g., CTET, 2018¢spite evidence
that affective qualities can be tested psychometri¢aélg, e.g., Saloviit2015).

Secondly, consistent with Westbrook et al. (2008)er recent research (e.g., Tsimpli
et al., 2020) and leading authorities in the area (e.g., Heugh et al., b4 9judy finds
clear evidence of the importance of multilingual practicesenctassrooms adxpert
teachers working in developing countrias area of practice that rarely receives sufficient
attentionin teacher educatigorogrammesteaching materials or teacher guidethe
Global South, especially for English language teaghand EMI (Simpson, 2019y his
suggests there an urgent neetbr more guidancen this areawhichmay draw, in part, on
the practices dbcal expert teachers-urther research is also required, especially to

understand the complex translingual piaes documented in this and other studies (e.qg.,
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Pallavi, 2020), particularly given that the majority of current translanguaging theory

originates in the Global North and cannot be assumed to apply to the South (Hedgh, 202

Thirdly, this studysupports drequentfinding concerning effective teaching
approachesalso documented in the wider ET literature (Baklel7) 1 thatmany (not all)
effective/expert teachers strike a balance between whole class teaching (invariably
interactive) and the use [@&arnerindependenéctivities (both collaborative and individual),
asfoundi n Adams and Engel mannds (HatBeqQ2®Q9, pA.Di r e c
204 207)ranks as one of the most effective instructiamiroachesWhile this finding
supports a imve towards more learneentred practices in Ind{#he regulainclusionof
learnerindependent activity wordocumented amongTsis comparatively rare in Indjait
also indicates a clear role for teachent whole-classinstruction (see Kirschner elt,a22006).
This finding and the related observation that the eight PTs only mecBsionalise of
inductive instructional approaches (such as guided discoeeiyyests that the above
documented balance, and the focus on engagement and understaridimastrs
prioritised above higher order thinking skills may be more suitable, and more realistic, in

challenging contexts worldwide.

12.1.4.Context-appropriate pedagogy in English language teaching

Despite numerougrominentauthorsdocumenting the nature amdportance of context
appropriate pedagogy in ELT (e.Ganagarajah, 199%olliday, 1994; Kuchah, 2013
Kumaravadivelu, 2003t is notable that little has changed with regard to the dissemination
of best practiceliscoursérom the Anglophonécentre (Phillipson, 1992), nor indeed in the
development omore localpedagogies for ELT around the world (Anderson et al., 2021);
practicesoriginatingprimarily in andragogidanguage teaching contexts (see Howatt, 1988)
tend to be promoted uncritically worldwide, desgidmcerns regardinipeir feasibility,

impact or sustainability in mainstream primary and secondary pedagogy (Bruton, 2005;
Mitchell & Lee, 2003)*°

Withthee x cept i on of Tsui 6s (2003) case stud
has been largely lacking to date are detailed descriptions of effective practice among local

expert practitioners to inform models of contsgecific pedagogy. | believe this study

4 Herefandragoggis used in its original meaning: the method and practice of teaching adult leanters
contrasted witlpedagagy, the teaching of children.
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offers useful insights for one national context, contributingko@wledge base for the

development of Indigpecificpedagogical expertisa ELT.

This study finds mor e si mithewidelliteratteedsn bet we
expert/effectivgpecagogyin mainstream education tharth currently dominant
(andragogi¢ models of best practice in ELT (e.g., CLThis suggests that ELT initiatives
in Indiad possibly also in other contextsthe Global Sout may benefit by focusing
primarily on areas of pedagogy demonstrated tpizeticable, sustainabénd consistent
with mainstreamresearch on effectiveedagogyas this study has done fibre use of
independenkearneractivities, interactive whole class teaching, active monitoring and
inclusive multilingual practicesThis may be more successfiohn promotingpecific
components of CLT (e.g.,t s strong focus on monolingual
among learners in the classrootimat are rarely documented as feasible, apprepoia
useful in mainstreampedagogyaround the world (see Holliday, 1994; Littlewood, 2014;
Smith & Imura, 2004Wang & Luo, 2019 The struggle that so many Indian English
language learners face in gaining basic literacy in English to enable them veriti@ss
exams across the curriculum and gain access to further education (see Annamalai, 2005)
both explains and | u stypicdllypadositisihgrehding and \Eriting | i s h
above oral skills in a language that the majority of childrenacs | ndi aland r ur al
may never need to speak (at leastmonolingually) in their lives.

While my discussion here is of an Indippropriate secondary pedagogy, my prior
experience as a teacher educator across Africa, Asia and Europe tell the tetllenges
and affordancethat the participants in this studyperiencénold much more in common
with those ofother secondary teachers around the world theanoncerns and interests of
those working in the wellesourced, mixedl1, mainly adult cessrooms of universities and
private language schools in the west where CLT originated (Howatt, 1988). Nonetheless,
further studies, comparable to this one, are required in other mainstream contexts if we are to
develop more detailed understandings of exnappropriat&LT pedagogiegrather than

andragogie} around the world.
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12.1.5.Reflections on education and teacher education in India

All of the implications discussed thus far are likely to apply to teacher education in India, but
have beenliscussed for #ir potential relevance to contexts worldwide. The following

reflections are likely to be more Indspecific

An unexpected finding of this studhe irregular and unpredictable length of lessons
in 10 of 12 schools visited due to bells being ravanually by peons (see 9.5.Bas
important implications if two deleterious consequences observed are found to be more
widespread across India. Firstly, an apparent bias towards shorter lessons on average may be
reducing overall time on task, and learnasga result (see Hattie, 2009, p. 184). Secondly,
teachers may have difficulty structuring lessons when length is unpredictable, making it
particularlychallenging to conclude lessons effectively (see 9.6.1). A relativehzosiv
solution the use of awmated school bells (observed in the other two, larger schoolgil
eliminate this problem. If adopted widely, such a solution may increase net learning

significantly, although further research is required to confirm this finding.

A second reflection tates to a practice that | have caltedt interpretationn this
thesis, observed in many PT andBERclasses. Regular reports of comparable practices
(Bhattacharya, 2013; Kumar, 2005; Meganathan, 2017; Padwad & Dixit, 2018) indicate that
thisisawidesr ead, compl ex, potentially dAhidden
India. Its prevalence is likely to result from two phenomertandency towards
overambitious English curricula, exacerbated by the inclusion of literature studies before
many learnerfave gained basic literacgnd a lack of training in TESOL or EMI
instruction among many teachers (Bhattacharya, 2013; Chattopadhyay, 2020). This
combination causes many teachers to engabgasit text interpretatioonly (see 11.7),
translating and paphrasing texts without equipping their learners with the skills or lexis to
access these texts independently (Bhattacharya, 2013). As a result, Indian secondary learners
often become dependent on teachers to explain texts, dictate answers to common exam
guestions and engage in rote memorisation practices (Bhattacharya, 2013; Padwad & Dixit,
2018), something that the recent National Education Policy aims to reduce (MHRD, 2020).
Two potential changes may help here, both in English lessons and lessons sfiloges
taught in English. Firstly, the provision of appropriate TESOL and EMI (e.g., CLIL) teacher
education, particularly prservice, rather than the more common current qualification path
involving English literature degrees (Chattopadhyay, 2020wad, 202, is likely to
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i ncrease teacher awareness of their | earne
regard to foreign language learning. Seconidlggreementvi t h Pr at hamoés Tez:
Right Level and Read Indianitiatives at priary level*® secondary Englisburricula may

need to be simplifietbr most learnergarticularlythosewho have little or no exposure to
English outside the classroom. As Pritchet
learning couldgo fasterdur ri cul a and teachers were to
take timetheexploration of different approaches to text interpretation (as shovabile

22) in both preservice and irservice teacher education is likely to be useful.

Finally, I ndia has a commendable traditd.
(MHRD, 2020, p. 22), particularly through the awarding of prizes (see, e.g., NCERT, 2017).
However, these prizes tend to be awarded based on local recommendations, exam results or
submission of written documents (e.g., Indian Teacher Innovation Awards), and rarely
involve direct assessment of classroom practice. As a result, little concrete unrtiegstd
exactly whateffectivelndian teachers do in their classrooms is gained from the process.
Studies such as this one may helfpuild this understanding, enabling more robust,
ecologically valid criteria to be developed for such awdfdsombinedwith research into
the practices of such Aoutstanding teacher
effective Indian pedagogy would likely result, and lead to more useful resources being
developed (e.g., classroom videos or practical publicatny such teachersee Gode et al.,

2021).

12.2.Limitations of the study

Like all PhD studies, this one is limited by the single authorship requirement. While the
support of supervisors and the collaboration of participant teachers have been invaluable, |
would have benefitted from the opportunity to work with other researchers (e.g., through the
data collection, coding and interpretation proces&ssspite extensivprior experience in

the Global Southmy personal background as a researcher from the uar#t be included

in thisconcernand is likely to have influencdtie findings As such, the possibility of
unconscious biasnistranslationgind misunderstandings influencing findings is ever

present. Measures put in place to ensure transparency, aiggueflexivity have, | hope,

46 www.teachingattherightlevel.or§ee Banerji & Chavan (2016).
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mitigated some of these | imitations, as ha
heard through their seuthored publication; their accounts can be compared with (s@ee
Gode et al., 2021 However, the study shid always be read and interpreted criticaligh

this limitation in mind

A second concern relates to the limited extent of tlev@eek field visits involved in
this study. While this meanulgple&stesstuded, and( 200 6
provi des an adequat e -tesdayppattiee foo dnalysis thik studyldoes d a )
not document their yearly work cycles, and may have underreported on certain practices as a
result (e.g., several PTs noted that | had not seen much writing work &¢lesus usually a
focus of the second half of their academic year), potentially leaving a number of features of

their expertise undocumented.

12.3.Directions for future research

Despite the large sums of money invested into improving the quality of edutatioe

Global South, to date we still know very little about what effective teaching looks like in
low-income context§Muralidharan, 2017; Pryor et al., 2012). As Alexander has repeatedly
pointed out (e.g., 2008, 2015), global monitoring frameworksaladed quantitative
research on AWhat works to improve the qua
(Masino & NinoZarazua, 2016, p. 53) provide little, if any, insights into effective pedagogic
practice, often reporting on quantitative stsdieat treat stakeholders in educational systems

as subjects in behavioural experimemtg (Das et al., 2004; Glewwe et al., 20Gandhi

Kingdon & Teal, 2007), rather than participants in the highly complex, socioculturally
embedded process of educaabchange (Fullan, 2007).

Metareviews focusing on the classroom (e.g., Pryor et al., 2012; Westbrook et al.,
2013) have provided more useful insights into practicesarhigethat nonetheless require
furtherinvestigation given that the majority ampactfulstudiesreportedon in such
metareviewsnvolve external interventions, those that are found to improve learning
outcomes (however conceived) may not be sustainable once the initial honeymoon period of
enthusiasm and support has passed. Themuanerous examplas the literatureof

interventions that show promise in small scale pilot studies orifcosignificant
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challenges or demonstrate little impadten scaled up (e.Banerjee et al., 201®old et
al., 2013; UNICEF, 2015 despite thénevitablecosts involved

Research that begins by studydngr even better, working wiéh practising teachers
in a given context with the aim of understanding their practices and identifying those that are
likely to lead to more learning offers a diffetecontextsensitive approach to improving
quality that is more likely to be sustainable insomuch @saiteady sustaining itself. The
fact that such practices originate locally indicates that they are feasible, culturally
appropriate and any evidencdeimpact comes with high ecological validity. They are also
more | i kely to appeal to | ocal practitione
something Prabhu (1990) argued is critical to the success of methodological interventions,

based legely on his own experiences in language teacher education in India.

Certainly, further teacher expertise studies in the Global South will be useful. They are
likely to confirm some of the findings of this study and contradict others, thereby enabling
us D flesh out the expert teacher prototype for challenging contexts with the predicted
resultant benefits to teacher education, curricula development and educational policy.
However, other research designs may also be informative, inclutholg persorstudes
(e.g., matched pair studies), alongside those that explore specific aspects of expert teacher
practice or cognition in detail. Those that provide insight into specific perspectives on
teacher expertise will also be of use, such as the opinions amgii@ns of learners and
parentd something this study was only able to do at a basic level; see Lamb and Wedell

(2013) for an insightful study of learner opinions in {m@ome contexts.

Other ways of starting from the classroom practice of exparhéea may include
engaging irnteachetled collaborative research with them, rather thanntoee limited
participatory approach adopted here. This could involve action researcimeaering or

lesson study projects (see, e.g., Rebolledo et al., 2016).

Finally, the experience and insights of expert practitioners may play a useful role in the
introduction of topdown innovations than typically happens at presealudingtheir
involvementat early(i.e., designktages of a project to increase the Iikebd of successful

implementation and sustainability.

*k%k
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Studies oféacher expertise, if defined, investigated and reported on with sensitivity to the
context in question may al so helspuherm t he d
t h e o ragademic literature (e.g., Connell, 2007), involving the investigation and
establishment of alternative epistemolo@idsth from and for the Global Souttho disrupt

the long history of Northern theory in social science. The developmeatitbferntheory is
particularly importahin education (Pennycook & Makoni, 2020), where policy decisions,
curricula and classroom practices both reflect and influence wider social concerns and trends
(Bruner, 1996; Tabulawa, 2003). And while attempts by northdhoesi(such as mine) to

begin to theorise effective pedagogy from within the classroorssutiiern practitioners

will inevitably reveal shortcomings due to the bias inherent in the northern gaze, they may at
least offer potential research questions, maédhmgical tools and inspiration for research in

the future.
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Appendices

Appendix A: Expression of interest form(stage 1 of recruitment)

T ==

Invitation to a participatory research project

| am conducting a study into effective teaching in India as part of my PhD research at the University
of Warwick. The main research objective is to document and understand the practices of a small
number of effective secondary school teachers. An additional aim is to produce useful resources for
other teachers in India based on the findings. | would like the project to be participatory, with the
teachers involved contributing to the design and the emphasis of the study, as well as deciding what
practical resources it should produce. | expect to spend several weeks with each teacher at their
school during the 2019-2020 academic year, observing lessons, conducting interviews and
documenting resources and practices. A preliminary workshop will be arranged for early 2019 so
that we can plan the study together and decide what resources may be useful. | hope that
participating teachers will find it interesting and will learn from the experience, however, as it is a
PhD study, | cannot offer any payment to participants. They should take part only out of personal
interest.

The biggest challenge of this study is deciding how to identify “effective” teachers. | am using a 2-
stage process with the help of the AINET community: http://theainet.net/. In the first stage, any
teachers who are interested in participating should read the Initial requirements for participation
and complete the Expression of interest form below. In the second stage | will organise 30-60
minute video interviews (e.g. using Skype/What's App) with teachers who may be suitable for the
project. The interview will be 2-way discussion of the project, so that teachers can ask questions and
are well-informed before agreeing to participate. It will also help me to decide which teachers to
involve in the project.

If you know of a colleague who you think would be suitable for this project, please talk to them
about it, and forward this invitation to them. They should complete it themselves.

Jason Anderson: J.Anderson.8@warwick.ac.uk
Initial requirements for participation

If you are interested in participating, please check that you fulfil these criteria. If you do, please
complete the Expression of interest form. By doing so, you are only expressing an interest, and you
can withdraw at any stage between now and the beginning of data collection (from July 2019). Here
are the criteria:

1. You are a secondary school teacher of English working in India.

2. You have at least 5 years of full-time experience teaching English (including 3 years at
secondary level). |

3. You are a participant in the AINET community.
You believe that you are an effective teacher. Think about how you can support this with
evidence, such as the opinions of others, evidence of your performance as a teacher, or
through qualifications, awards, CPD activities or specific roles you have fulfilled. Different
teachers will be able to provide different evidence.

Before you proceed to the expression of interest, please read the Information Sheet for Participants.
It explains more about the overall scope of the study. Then read and tick the boxes next to the
following statements if you are happy to proceed.

O 1 have read and understood the Information Sheet and | am happy to proceed.

[ 1 understand that | am free to withdraw from the study at any stage.
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Expression of Interest Form

This form has two parts, and will take 20-40 minutes to complete. Question 10 will take the most
time. You may want to write your answer to question 10 in a separate document and paste it here
when you have finished.

e Part A: Information about you {15-30 minutes)
e Part B: Information about your school (5-10 minutes)

4 Part A: Information about you

1. Full name

2. Email address

3. Where are you teaching at the moment? (name of school, district and state)

4, What is your current job title (e.g. Teacher of English)?

5. How many hours do you teach every week?

6. How long have you been in this position?

7. Which class(es) do you typically teach? (e.g. Class 8, Class 10, etc.)

8. Where else have you taught before? Please provide brief details of other positions in your past,
including type of school, number of years and any other relevant details.

9. During the data collection period (from July 2019-April 2020), do you feel you would be able to do
the following? Please tick those that you think you can do:

O Allow me to observe your lessons regularly for several weeks.

O Provide access to certain documents related to your teaching, such as lesson plans, schemes
of work or selected teaching materials.

O Participate in regular interviews on topics such as your beliefs about teaching and learning,
your career history, and reflections on lessons you taught (2-3 hours of interview time in
total each week).
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