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Abstract

Teacher development through Exploratory Practice at the Univeigy of Sindh,
Jamshoro, Pakistan-by Abdul Fattah Soomro

Exploratory Practice (EP), as a framework for teacher deveofrns a collaborative
endeavour of both teachers and learners which engages them inoreftecimprove

the quality of life in a language classroom. The present casgwaslicarried out at the
University of Sindh, Jamshoro (USJP) in Pakistan, where teachdng imstitute of

English Language and Literature participated in the project lbgwimlg the principles

of EP in their teaching. The project ran for a full academar y®nsisting of two

semesters of four months each.

The present study evaluates the effectiveness of the EP prajeed out at the USJP
which is measured from two perspectives; its significance fsna of practitioner
research, and as an approach to teacher-development. The sigeiftdeEP as a form
of practitioner research is measured by evaluating the irop&® during the project to
the ELT practice at the USJP. An evaluation of EP as an apprimadeacher
development is carried out in the light of the experiences and \oéwse teacher-
participants presented in the post-interview results which are cewldaicthe end of the
project.

The teacher-participants had very little exposure to professiceaelopment
approaches, and were unfamiliar with EP before joining the projémwever, the
findings show they were successful in following the principlesPfirEtheir teaching,
and the puzzles worked through by the participants who employed BEPfam of

practitioner research during the project made a significant conbribiawards the ELT
practice at the USJP. The post-interview results show thetteéegarticipants found
EP to be a useful approach to their professional development which drequite

extra effort and time to put into practice.
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Chapter One: Introduction

1. Background

English is the only official language in Pakistan, and it ishtugevery public school

in its four provinces: Sindh, Punjab, Baluchistan and North West Frdntannce
(N.W.F.P). The University of Sindh, Jamshoro, in Pakistan (USJRg isecond largest
university in the province with approximately 43 teaching inggildentres/departments
which offer both undergraduate and postgraduate degrees. After Rakista
independence in 1947, English was introduced as a compulsory subject fomsigra
but since April 2003, it has been taught from the first gradejghat all the provinces
including Sindh, where English is taught as a subject at lower andrHeyleds of

studies from primary to university level.

Although English is taught as a subject from grade six, surplysitihge majority of the
students who are offered admission at the USJP have a pooofl&mglish due to the
poor system of schooling in the province. In view of this fact, rerhéthglish, a
compulsory course, is taught at both bachelor and master levels at USJP. The plurpos
this compulsory course is to develop a higher level of proficien&nglish amongst
the graduates of USJP. Teaching remedial English is adergusby the department of
English at the university which has 20 permanent and 12 part- acdtyf staff

members.
1.1.Brief history of English as a subject at USJP

Since the start of the university, a course caliedlish Compulsoryvas taught as a
compulsory subject at bachelor level for the first four senmster six months each.
The prescribed syllabus fdénglish Compulsoryconsisted of six books: only one

focussed on grammar or language learning, whereas the remi@oagsed on English



literature. The semester wise description of the syllabugivien: Introduction to
Grammarwas taught in the first semester, whereas the second semassested of
three playsMr Sampson, Women at War, The Great Globe JtBelints of view and
Winchester book of English versgsre taught in the third semestRichard II, a play

by Shakespeare, was prescribed for the fourth semester.

For the first time in the history of the university sincantseption in 1948, the name of
the courseEnglish compulsoryvas replaced witfRemedial Englishin 2002. Since no
specific curriculum had been designed at the time of replabagriglish compulsory
course, key books were recommended to be covered in the RemedishEmglrse.
However, in 2005, the University of Sindh hired the services of Oxford thityd’ress

to design a specific curriculum for the Remedial English coussed on
communicative language teaching, and also arrange a few smortrégning courses
for the tutors of Remedial English. The revised syllabus of Reliriedgdish consists of
two books: one boolxford Practice Grammais meant for teaching grammar such as
structures and functions of tenses, sentence structures etc., abethbookEnglish

for Undergraduategsims at improving students writing and reading skills.

In addition to replacing the previous curriculum, some other measeresalso taken
by the university authorities to facilitate the English depamtne run the Remedial
course smoothly, such as reducing the size of large/crowdeceslas® smaller
sections; hiring part-time faculty on good wages to meet theag/gouf staff, extra
wages for teaching Remedial English classes were paid tentunembers of the
English department; committees of senior faculty members aleoeformed to monitor

teaching activity by observing Remedial English classes without prior notice

Although some initiatives have been taken to address the issuegefdi@sses by
dividing them into sections of 30 or 40 students as part of ELT reforsidl remains

2



one of the main problems in Remedial English classes. L#agses have been a huge
issue since the foundation of the University. English being a compudabjgct for all
bachelor students in all disciplines, the teachers are askekketecdmbined classes of
students from various disciplines. These combined classes on aem@gemodate
more than 200 students which pose a variety of problems (for mores detaikection

4.3.2.).

In addition to the issue of large classes, the variation in proégikevel of learners is a
common problem in almost all Remedial English classes (for fuditail see section
4.3.1.). The USJP attracts students from various social groups, thtimgcreage
differences among individual students in the same class. Theknts differ from one
another in educational background (English/Urdu/Sindhi medium schools)pysevi
schooling in private and government-run schools, different locations (urkep/r
family  background (educated/un-educated parents), socio-economic  status
(poor/wealthy), confidence level (many students feel afraisbefking English in and
outside the class due to peer and social pressures). These a&eokdhe broad
contextual factors that influence the English language skilldests bring with them

and are able to acquire during the course of their studies at the USJP.
1.2.Brief introduction to the English professionals at the USJP

The detailed introduction about English language professionals, challergks
difficulties they face in teaching English, the ways antin&pes they adopt for their
professional development, is stated in the fourth chapter (seensé@). This section
is a brief introduction. The department of English at the USH?<ofie degree of MA
(English Literature). All course units in MA (English Literagyrcover some of the
works of British and Western authors except English Compulsory/Relmedglish,

which aims to improve English language skills. A person with an (WAEnglish
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Literature) meets the eligibility criteria to become amgylish language teacher to teach
both English literature and language at the USJP. Since thare formal plan or
system of teacher training, the newly appointed teachers diskrnig the USJP do not
receive any training before starting their career, and tradly have a chance of

participating in teacher development programs during their careers.

Many English language professionals at the USJP teachimpartdither at the USJP or
at other institutes, in the evening session in order to incredseligmosable income. In
such circumstances, where an English teacher is overburdenetbaakiing classes in
the evening session as a necessity in addition to morning sessio@gntin@ssion of
Higher Education of Pakistan (the high level organization supervesingation at the
university level) has set some criteria for the appointmedtpromotion of university
teachers in the form of Tenure Track. The introduction of a TenwekT8ystem in
universities is an attempt to push and attracts universithées to carryout research.
According to this system, the nature of the job is temporary abd tmntinued subject
to satisfactory performance. This system also requiresdbrighguage professionals to
publish research articles in well-recognized journals for yrpebmotion. In the light
of the above facts, an English professional in the USJP confront$oltbeiing

challenges to survive in the profession:

1. Job insecurity due to the contractual nature of the profession ichwhis
essential for every teacher to meet satisfactory perforendevels set by the
HEC for further extension of their job in the absence of any sugpaft as

workshops, teacher training or development programs.

2. Necessity to engage in research (which is also essemtipfdmotion) without

any training in academic research.



1.3. Rationale for the study

Despite taking measures such as introducing a new curriculumg be@achers to meet
the shortage of teaching staff, providing handsome wages to RéfBredish teachers
and where possible, dividing large classes into sections, we havet niotpyeved the
standards of English of those who graduate from the USJP (Memoradger32007).
There may possibly be a myriad of factors i.e. perhaps the cumdalnot appropriate,
low motivation level may possibly be a problem, perhaps wash backégiaiexams is
a problem. Thus, Khan (1997) remarks that a lack of research and irgjthiey main
issue which prevents growth of the ELT profession in Pakistan.dit §uggests that
the orthodox attitude of teachers to value teaching at the costeafrchsprevents the
growth of an atmosphere of inquiry at universities in Pakistan ingjuidie University

of Sindh, Jamshoro.

There is no denying the fact that the orthodox attitude as propod€adny(ibid) has a
negative effect on the overall teaching and learning environmehé ai$JP, but it is
essential to discover the reasons for this attitude. It coulddueedythe main reasons
are that a majority of teachers join the profession wittegree in English literature
rather than ELT, and they receive either no or few teachelamwent opportunities in
their career for their professional development. Many of themehées neither have
training in academic research tools nor do they have exposure tossiootd
development approaches. Thus, it could be argued that instead of blamiagsityi
teachers for having an ‘orthodox attitude’, it is essential gethters are supported in
changing their attitude. Thus, in the teaching and learning environohdpakistani
universities in general, and the USJP in particular, an immedigp®nse could be to
introduce a form of practitioner research which may help teacheheir professional

development, and assist in establishing a culture of research andy.ingmong



available forms of practitioner research, | chose EP as a sundsble approach. (See

sections 2.6.2 & 2.6.3.).

Professionally, university teachers are required to meet ttezi@rrecently set by the
Commission of Higher Education (HEC) in Pakistan in which they muestt the
minimum satisfaction level for further extension of their job inftee of non-existence
of teacher-development programs. They also need to remain engagedwarkhef
research to receive promotion despite the fact that they knowittleryabout academic
research tools. In such circumstances, English language poofg@ssusually find it
difficult to meet the requirements of the HEC. Keeping in viee problems of my
colleagues, it is essential to introduce them to such a formaofifwner research that
may be useful for their professional lives, and practicable iexfsting circumstances.
Thus, ‘action research’ as a form of practitioner research rej@sted on certain
grounds; it requires some expertise in academic research tublseams to require
extra time to put into practice, which English language prafeats at the USJP cannot
afford because firstly, they know very little about acaderagearch; secondly, they
cannot afford to spare extra time due to their engagement in bothngnami evening
teaching commitments. Thus, in these circumstances, Explorat@gtide (EP)
(Allwright, 2005), which integrates research into pedagogy bigiag routine teaching

activities as tools of data collection, is deemed a better choice.

Efforts such as introducing a new curriculum and meeting thetagj®rof staff,
downsizing the classes into small manageable units, and arranegegvice short —
term teachers’ training programs have been encouraged to imgivevetandard of
English among graduates in the USJP but that was carried thgitvconsulting those
involved in Remedial English classes, especially learnerseaatiers probably because

we did not have an established system of practitioner-based inquirgh wiay be



because the traditional form of such inquiry was found demanding anddmsaming.
Whatever the reason may be, it is essential to understand thes ifom the
perspectives of both learners and teachers before introducinghangec Keeping in
view of this fact, we needed to have a form of inquiry which seeksmderstand the
issues facing the ELT profession before making any change. In thid r&daas a form
of practitioner research engages both teachers and learnefleation to improve the
quality of life in language classrooms through humanistic ways ratherdbarting to a
technicist solution of the problem (Allwright, 2003). After reflectiand before taking
action to resolve a problem, the most important stage in EP idodaxg deeper
understanding of the problem. Working to develop sufficient understandiagrys
important on two grounds; a change prior to understanding would aggrdneate
situation, and through understanding many situations that appear problearatoe
tackled by improving ‘quality of life’ instead of focusing on agtieal solution (Naidu
et al, 1992; Perpignan, 2001). Thus, EP is the most suitable choice batalder
profession at the USJP requires the development of sufficient usrtldirgy about

issues which hinder the progress of the ELT profession before taking any action.
1.4.Purpose of the research

The academic purpose of this study is to evaluate the signiéicainEP as a form of
practitioner research and an approach to teacher—development imalgand
particularly in the context of the USJP. The academic purposachgeved by
conducting an EP project at the USJP in which teacher-participagtsge with the
principles of EP in their Remedial English classes for aaitdidemic year consisting of
two semesters. The EP project intends to discover how a groupcbéteapply the
principles of EP in their classroom pedagogy, and the effecPajrEtheir professional

development, and how it helps participants in understanding life in dRaintenglish



classes. The project aims to firstly, discover ways and nteaimsprove the standards
of English in the USJP among university graduates by followmd facilitating the
latest curriculum, in the conditions mentioned earlier; secondlitéaeiand develop
the culture of research and inquiry among the participants in partienih teachers of
English in general as part of routine teaching; thirdly, develoapanoach to teacher-
development in the form of practitioner research, which may béigaband on-going

without causing burn out.

There is a close link between the three aims mentioned above: inggaarch into
one’s practice could be a useful approach towards teacher developaterauld have
positive effects on the overall teaching environment at the U8JtRisl way, we can
attend to the problems of English language professionals, on the maealna on the
other, can develop understanding about the issues that hinder the proghes& ot

profession at the USJP. As mentioned earlier, teachers tend deebéurdened by
being busy in both evening and morning sessions. Nevertheless, thegwelto show
satisfactory performance in teaching as a necessary @ndibi survive in the
profession according to the new system of tenure track. In additignwliehave to

remain engaged in the work of research to receive promotion. Thdkngha if met
properly by English language professionals can contribute to the gpsogrehe ELT

profession at the USJP.
1.5.Research questions

This study seeks to achieve its purpose by evaluating the edfieetis of the EP project
carried out at the USJP. The effectiveness of EP is measurégoogrounds; its
significance as a form of practitioner research, and an agiptoaeacher-development.
In order to achieve its purpose, the present study seeks to addeesslidwing

guestions:



1) How far does this project abide by the principles of EP?

2) What is the contribution of EP in developing understanding about thesissue

faced by the ELT profession at the USJP?

3) What is the significance of EP as an approach to teacher developmthe

context of the USJP?

4) What is the contribution of this investigation to our thinking about EPareh

about EP?

The above research questions do not apparently seem to have connetti@ackit
other; there is a very delicate inter-relationship between théns inter-relationship of
these research questions is to achieve the purpose of thecheseach is to evaluate
the effectiveness of the EP project. As mentioned earliereffieetiveness of EP is
measured in relation to its significance as a form of praoéti research, and an
approach to teacher-development. In this regard, the first resqaedtion is of
paramount importance because it is unique, in that, it has not been addressed in previous
EP research. By addressing this question, claims can be maddtebuatidity of the
findings for this project. In this way, this research question guidesesearcher to
confirm the validity of the answers to the other two questionsodfyibution of EP in
addressing the issues faced by the ELT profession at thHe, d8d: 2) usefulness of EP
as an approach to teacher development. The fourth question is relevéme to
evolutionary process of EP which suggests that it is a contexsét of principles that
is always open to evolution by context bound practices. Although, thextdaend
practice may not necessarily change the basic fabric qritha@ples of EP, it can make

some contribution or bring some understanding about EP.



1.6. Methodology

To achieve the aims of this study, and address the researdiogiethe researcher
worked as both an EP practitioner and a teacher-consultant to a greaglodrs at the
USJP for a full academic year consisting of two semestiefsur months each. The
main sources of data are interviews: pre and post-interviews, gneabings, and
puzzles developed or personal inquiry conducted by undertaking EP pringipesib
individual teacher in phase |, and group of teachers in phase Il. Tiegmeews were
conducted at the beginning of the EP project to gather information Him#nglish
language learning and teaching environment, and English langudgesmwoals at the
USJP. The post-interviews were conducted twice during the préjsttafter phase |
from those who left the project half way and a second time after the complepibasaf

Il from those who continued till the end.
1.7. Structure of the thesis

The thesis is divided into six chapters. The first is the introdyatbapter, which
provides an overview of the ELT profession at the USJP and thateationale for the
study, defines the purpose of the study, and mentions research qudstiomefly

outlines the methodology that has been adopted throughout the research process.

The second chapter starts with a review of the literatur@dehoving onto a range of
related topics such as defining key terms used in the field oOLE&acher education,
and then provides a brief history of the TESOL teacher educatldniNiext, it engages
in a comparative study of teacher-development approaches,reteamnalyses the use
of teacher research/ practitioner research in the field ohéeaeducation with special

reference to Exploratory Practice as a form of practitioner rdsearc
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The third chapter focuses on research methodology. It starts Wrikfadiscussion of
the paradigms, and proceeds immediately to describe research methodologiesah ge
and particularly the research methodology adopted in this studytHef addresses the
ethical issues and access matters. It then discusses taheisstruments adopted in
this study and covers matters of trustworthiness. It finallycritgss analytical

procedures applied in this study for academic research.

The fourth and fifth chapters constitute the largest section ofthieiss. The fourth
chapter is about data presentation and analysis. The data is presented in @ims: SBcti
pre-interviews results conducted at the beginning of project winels g description of
the ELT profession at the USJP; 2) reports on the progresaabf individual-teacher
who participated in the project by attending group meetings aseph; 3) presents
post-interview results of those participants who left the projdtinay or were unable
to continue to the next phase; 4) reports on the progress of theuPig phase II; 5)
ends with post-interview results of the participant-teachers ventcipated in both

phases.

The fifth chapter is titlediscussion of Result§his chapter is set in light of the key
research questions, and is divided accordingly. The first sectiordpsoan evaluation
of the project in light of Allwright’s (2005) six global principlesnd two suggestions.
The second section discusses the relevance of puzzles investigdtedproject with
the issues identified in pre-interviews, and their significance camtribution to the
ELT profession at the USJP. The third section evaluates EP @spavach to teacher
development in the light of teacher-participants’ experience irptbject, views and

their suggestions in the post-interviews.

The sixth chapter is the concluding section of the thesis. It suises the main
findings of the research and provides an account of the importdnitee research,
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followed by its originality and limitations. It also indicatiesure research possibilities.

The thesis ends with the appendices and the reference section.
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Chapter Two: Literature Review

2.1. Introduction

As outlined in the first chapter, the aim of this study ismd fan approach to teachers’
professional development in the form of practitioner resedrahmay be practicable
and ongoing without burnout in the context of the USJP. Thus, the Uieregview
focuses on the forms of practitioner research employed as poofaissievelopment
approaches in the field of TESOL. The search of literature btologth three main
approaches: Action Research, Reflective Practice and Explpr&actice in the
context of TESOL Teacher Education. Out of the three approachesré forms of
practitioner research: Action Research and Exploratory Pra&teeping in view the
aims of the project, EP is considered a more suitable approach tihian Research
because it utilizes routine teaching activities as tools cd datlection instead of
employing academic research tools and prefers understandingy qoialiife in a
language classroom instead of solving problems. The academic pofgbseresearch
lies in evaluating the effectiveness of EP as a form of pi@wdr research and an
approach to teacher-development. Although EP has been used lasdd foactitioner
research (Slimani-Rolls ,2003; Miller, 2001; Gunn, 2001; Perpignan, 2001), and a
teacher development approach (Miller, 2001; 2003), there does not seera &iuoky
which has tried to evaluate the impact of EP as both a fopnactitioner research and
an approach to teacher development. Thus, the literature reviewrclvaptk consists
of five sections includes a range of topics to identify the pteserk in the existing
body of literature by providing the academic and researdtenthat is relevant to the

topic. Section 1 starts with defining key terms used in the fieldEBOL Teacher
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Education to highlight what we meant by teacher development. Itgives a brief
review of developmental phases of the teacher education fieéd:shift from a
positivistic to a situated paradigm. While tracing out the developroéntESOL
Teacher Education, the chapter highlights the contribution of sodioralutheories of
learning, and research on teacher cognition to the field of edooahich led to the
emergence of situated teacher-development approaches basetéctiionefSection Il
emphasizes the importance of reflection in situated teachetegenent approaches. It
then mentions teacher development models based on reflection, and pravides
comparative study of Action research, Reflective practice axmloEatory Practice
models. Section Il starts with defining teacher research, avides a brief history of
teacher research, then discusses different underlying condegtiioas of
contemporary forms of teacher research with special refetenégploratory Practice
as a form of practitioner research by tracing the origin aedeldpment of its
principles. Section IV highlights the benefits of using teachszareh, and then offers
some critiques of teacher research, and after that, argueadbeof teacher research
with special reference to EP particularly in the contexthefUSJP. Section V provides

a brief summary of the chapter.
2.2. Some key terms in the field of TESOL teacher education

There is a lengthy list of terms currently referred taha field of TESOL teacher
education such as professional development, professional growth, tpaebaration,
continuing professional development (CPD) and staff development, tesaineation,
teacher training and teacher development (see for instance Mann, 20®%5edessary
to define and differentiate between teacher training and teadbeation in addition to
teacher development so as to be clear about what | mean by rtheteacher

development in my project.
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2.2.1. Teacher education, training and development

Edge (2006) differentiates between training and education by stipdhghe former is
about instilling habits or skills, whereas the latter is about ggideople towards moral
and intellectual excellence by encouraging teachers to uaddrthe issues related to
the options available in the field and then realizing their hvamt actual practice.

Widdowson (1983:19 cited in Edge, 2006) writes,

.... that the difference between training and education (at lsastr d&anguage
teaching is concerned) is....that training seeks to impose a cotydorertain
established patterns of knowledge and behaviour, usually in order yoocamr
set of clearly defined tasks........ Education, however, seeks to provide for
creativity whereby what is learned is a set of schemath procedures for
adapting them to cope with problems which do not have a ready-made,

formulaic solution (Widdowson, 1983:19 cited in Edge, 2006).

Mann (2005) agrees with Edge (2006) and Widdowson (1983) on the definition of
training by advocating that there is a common belief which siggeaining imposes a
specific approach or a model. Mann (2005) proposes the purpose of traniog
familiarize trainees with “methodological choices and modelsndeand concepts,
strategies and techniques.” (ibid:104). Although Freeman (1989:39) edififztes
between training and development, he seems to support the definitic@inaig with

the other three scholars by stating, “the aspects of teachatgate ‘trainable’ are
discrete chunks, usually based on knowledge or skills, which can bedsqletetised,

and ultimately mastered” (Freeman, 1989:39).

However, there are some key differences in opinion between Fre&888) @nd Edge
(2006) on the definition of ‘development’. Freeman (ibid: 40) advocates, “tipogir

of development is for the teacher to generate change througlasmgeor shifting
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awareness” of the context in which he works. While Edge (2006: 8hedef
development as “a personal motivation of the individual to take respgsior his
own self-development.” Mann (2005) agrees with Freeman’s defirfidevelopment
as “context based awareness of which technique or strateggprepaiate for a
particular individual or class in a particular place” (ibid: 104),levhie disagrees with
Edge (2006) by putting self-development as a central objective of all termsrarepts
such as training, education, professional, staff, and teacher develp@mdnCPD,

instead of it solely being part of teacher development.

There seems to be a widespread agreement on the definitiomofgras dealing with
developing key skills, and a clear disagreement on the definition ofogevent.
However, the definitions of education advocated by Edge (2006) and Widdowson
(1983) are almost similar to the definition of development proposeddsyrfan (1989).
Mann (2005: 105) provides a comprehensive definition of teacher development
acceptable for all to eliminate disagreement on the definitioni®térm. According to

him (ibid: 105) teacher development:

a. is a bottom-up process;

b. values the insider view rather than the outsider view;

c. is independent of the organization but often functioning more successithly w
its support and recognition;

d. is a continuing process of becoming and can never be finished; ssproice
articulating an inner world of conscious choices made in response tutére
world of the teaching context;

e. is wider than professional development and includes personal, moral aed val
dimensions;

f. can be encouraged and integrated in both training and education programs.
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According to Allwright (2001) education, training, and development cygrahd it is
difficult to draw water-tight boundaries between them. Tarone &right (2005)
believe that while thinking about teacher education programs, we shdfeickmliate
between the courses offered to novice/pre-service, and those twioce/xperienced
teachers. To understand this difference, they believe it is edsémtknow the
conceptual and practical difference between teacher trainiaghde education, and
teacher development. According to Tarone & Allwright (ibid),iniray is more
concerned with pedagogical skills (how to get things done ss)laducation is about
knowledge of the subject content such as use of articles in Englisdeaeldpment is
concerned with understanding. In other words, training focuses oresaddy the
question of how classroom practices should be carried out, and educatitraioneeds
to be learned, and reaching better understandings of classroom pedagog
Understanding, according to Tarone & Allwright (2005) and Allwri(#@01), refers to

knowledge that helps us use our skills and knowledge effectively.

Tarone & Allwright (2005) maintain that although these termsimter-related, and

more or less relevant for the career development of teagaerers at all stages, the
required degree of their level varies from stage to stage. Aentaniguage teacher may

first need practical skills in the beginning of his/her careewutvive the initial teaching
experience. At a later stage, he/she may require more roackh knowledge of
language teaching. After the later stage, when he/she will aageired skills,
competence and wider knowledge, and may wish to develop deeper understanding about
the issues affecting language learning and teaching in his/metamguage classroom.
Tarone & Allwright (2005) believe that understanding is quite esdefai utilizing

skills and knowledge to the maximum level.
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In light of the differences between training, education, and developriarone &
Allwright (2005) suggest different types of programs to edupateservice and in-
service teacher learners. For instance, pre-service teadbeation programs should
focus more on teacher training which offers learning of tangdalehing skills. During

training, teachers also need

to begin to form a base of knowledge and to acquire enough undemgtaadi
begin to construct a framework within which they can make infdradezision
about the use of their newly acquired (learned ) skills or new kdgele

(Tarone&Allwright,2005 :14).

In order to make this practicable, Tarone and Allwright (2005) suggesgrated
presentation of knowledge and skills within a coherent framewonkndérstanding
because it will help them learn why certain kinds of knowledgeeayeired and when
certain skills or parts of knowledge are to be applied in theirukgey classrooms.
Although such teacher education programs could become very useftdafdrers’
survival in the start of their career, they would be required to develuch in-depth

understanding to benefit from the knowledge received in such programs.

In-service teachers who are experienced are likely to neetide development rather
than on acquiring skills (Tarone and Allwright, 2005). The teachersncagase their
knowledge about and develop understanding of their practice by variouns,nfea
example, reading books and articles, attending teacher educatgnams, and
applying a technique for their professional development. Since the mgeipants
are the teachers with varying level of experience, the aierof the current project is
professional-development of in-service teachers. So the focus of the projbetham
helping them (participants) develop a systematic framework useftileir professional
development and for the context in which they work.
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2.3. Teacher education field: A brief historical review

Before we discuss situated teacher-development approaches basédation, | deem
it necessary to give a brief review of developmental phaséiseofeacher education
field so that we can identify the factors which have detegthihe direction of the field
towards teacher-development from teachers’ training. Befbee 1970s, teacher
educators and researchers focused on teachers’ specific tebemagours (skills)
which resulted in learning outcomes in particular contexts hay &rgued such
behaviours if practised efficiently by teachers in other contegtdd be equally useful
for the students’ learning (Dunkin & Biddle, 1974). They viewed teachsg set of
distinct behaviours/actions, a selection of skills to be transfémen one context to the
other. In this way, teacher education programs during thatfomesed on providing
such knowledge to the patrticipants in the form of theories or methetisving that it
will be applicable in all contexts, and be useful for the learautgomes of students all
over the world. Such a model of teacher education involved three corgexts,
different from the other. Knowledge about effective teaching gathered from one
context through observing teachers who were experts, supplied to seaclaeother
context through organizing teacher development or hosting teachetiedyoagrams,
and the knowledge acquired through such programs was applied in a thiedtcont

through practical teaching (Freeman and Johnson, 1998).

According to Freeman and Johnson (ibid), in this model of teacher texhjcthe
educational researchers had to determine the notion of good teaciunge explicit
about how it should be carried out. They did not acknowledge the signdiaainc
individual teachers’ understandings, or variation of contextualtie=aliThey viewed
teaching as discrete behaviours universally acceptable faeathers in different

contexts, easily transferrable from one place to the other,cquadlyeuseful for teachers

19



and learners irrespective of their academic background and sottiogbabnditions. In
this way this model of teacher education did not only ignore but alsalugel the
individual experiences, and perspective of teachers. It creaedabstract and
decontextualized knowledge that denies the complexities of humaradtibn, and

reduces teaching to a quantifiable set of behaviours” (Freeman and Johnson,1998: 399).

This above given model remained popular until research conducted in tloé h8d0s
(Jackson, 1968; Shavelson & Stern, 1981) started to describe teacheouigtgful

people who could make rational decisions on the basis of their understafdimeg
contexts, and teaching and learning situations. Although researeltersion moved
from watching what teachers did, to asking teachers why dywhat they did,
teachers’ thoughts, judgments, and decisions were believed to be it @bgnitive

process rather than shaped by their past experience. Theiefcbers’ individual
perspectives and experiences remained a secondary concern (Fr&@8@. Thus, the
focus of research had been on uncovering conceptual models of teachegtitiivaiti
could be used to educate inexperienced or new teachers by helpin{fdheenceive,

analyse, and transform their perceptions of classroom events irsimalar to be used

by effective teachers” (Clark & Peterson, 1986: 281).
2.3.1. Socio-cultural turn in the field of TESOL teacher education

Johnson (2006) argues that of many factors which have developed undegstrid?
teachers’ work, the most significant of these is research @hdeaognition (Borg,
2003; Freeman, 2002; Woods, 1996). The research on teacher cognition helpee “captur
the complexities of who teachers are, what they know and believethegwearn to
teach, and how they carry out their work in diverse contexts thoutgheir careers.”

(ibid: 236). As research explored the complexities of teachemstaikves (Walberg,

1977; Freeman, 2002), teacher educators started realizing thehé&dcteachers’
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previous experiences, their understanding and explanation of the atilvéieremain
engaged in, and the contexts in which teachers work have subseifdiei and
influence on their teaching. Thus, the positivistic paradigm whiehtdd teachers as
channels/conduit to students and their learning was found deficientgdtaireng the
complexities of teachers’ mental lives and teaching proses3éerefore, an
interpretative or situated paradigm, largely drawn from ethnogramsearch in
sociology and anthropology, was deemed more appropriate to explain thexibiegl
of teachers’ mental lives and the various aspects of teachiefesgional life (Elbaz,
1991). Johnson (2006:236) maintains that the shift from positivistic to thatesit
paradigm as means for informing the field did not take place autaiyat'but was
influenced by epistemological shifts in how various intellectraaditions had come to

conceptualize human learning” (ibid).
2.3.2. The shift from positivistic to constructive/situated model

As mentioned earlier, L2 teacher education, mainly grounded in thigvistis
paradigm, establishes the idea that teacher education progmamassaitable platform

for teachers to learn about the content knowledge and teachingcgsa@nd apply

them in their respective contexts. However, the emerging bodesefarch on L2
teacher cognition offers a different view of how teachers leado their work (Borg,

2003, Freeman, 1996, 2002; Freeman & Johnson, 1998; Golombek, 1998; Johnson &
Golombek, 2002; Woods, 1996 cited in Johnson, 2006). For instance, it describes L2
teacher learning as “a normative and lifelong process”wisian outcome of teachers’
direct experience and involvement in their social contexts durieg tihe while
learning in classrooms and schools, participating in professionehetieaducation
programs, and teaching in the settings where they work. It gssphe fact that L2

teachers are both users and creators of legitimate forms oflddg@vwho can make
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rational and useful decisions about how to improve teaching to thetud@rgs within

complex socially, culturally, and historically situated contexts.

Ethnographic research which studied teachers working in thesrolams revealed that
teachers were capable of constructing explanations of teachinge$barch also drew
attention to the fact the teachers carried out their work, haodght about it in a
complex process (Elbaz, 1983; Lampert, 1985).Recently, a volume of reseaeals
that teachers’ knowledge about teaching is mainly socially wartetl out of their
experiences as both learners and teachers. The knowledge teashensthin the
classrooms and schools in which they work is ‘highly interpretivegcialy
negotiated’, and ‘continually restructured’ (Clandinin, 1986, Grossman, 19Q0h S
views of teachers’ knowledge are further supported by the sodio-ayberspective on
knowledge (Leont’ ev, 1978; Collins, Brown & Newman, 1989; Vygotsky, 1978) which
describes the social nature of learning and cognition, and thebdé@siated cognition,
describing knowledge as part of life process, not just accuedulatormation to be
transferred (Chaiklin & Lave, 1996; Collins et al, 1989; Lave & Wen§@®1). Such
views of knowledge consider learning processes as socially riegot#nd constructed
through experiences as part of social practices connectedoariticular activity in a

particular context (Wenger, 1998).

Viewing ‘knowledge’ from a socio-cultural perspective, teachaes both possessors
and producers of knowledge. What teachers know and how they use iclagkhi®om
depend on teachers’ understanding of their own selves, students, $iseoaa
environment, and the curriculum. Teachers’ learning, a lifelong mpeessocially
constructed from their experience as learners in classroonpgrtagpants in teacher
education programs/ teacher-development project, and as membeachihg staff.

Therefore, “professional development emerges from a processhafpneg teachers’
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existing knowledge, beliefs, and practices rather than simply ingpao®w theories,
and methods or material on teachers” (Johnson & Golombek, 2002: 2). Theemg s
crucial to recognize the importance of how teachers gain knowledpeiotlassroom
teaching and learning, and how they make sense of that knowledg@dapt their

classroom practices accordingly.

The Reflective Teaching Movement (Lockhart & Richards, 1994; Schon, 1983;, 1987)
Action Research (Kemmis & McTaggart, 1988; McNiff, 1993; Somekh, 1993k
Research Movement (Edge & Richards, 1998; Freeman, 1998cited in Johnson &
Golombek, 2002) consider teachers as capable of working for theisgimial self —
development and able to produce knowledge useful to contribute to the fielacber
education research in L2 teaching and learning. Johnson & Golombek (2G0@2g2st

that emergence of practitioner research in teacher educasiearch is an embodiment

of

“ongoing efforts to articulate an epistemology of practice taracterizes
teachers as legitimate knowers, as producers of legitirkatevledge, and as
capable of constructing and sustaining their own professional developusnt
time” (ibid:2).
Such type of work has the potential to modify existing teacher g@dogaactices based
on the traditional knowledge transmission model in L2 teaching andrgaiamd also
contribute to the professional development of teachers and improving sabrools
classrooms in which teachers work (ibid). Johnson & Golombek (ibid) furtaentain
that recognition of knowledge produced by teachers can change dharchical
relations of teachers as mere consumers of knowledge by lgrithggm on an equitable

footing with academics. In this way, the field of teacher education research
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can benefit from both academic research and teacher aesdhe former
outsiders’ view being infused with insiders’, whose knowledge is mystiéd and

contextually located(ibid:3).
2.4. Reflective professional development

The contribution of socio cultural theories of learning, and research on teachgiiooog
in the field of education led to the emergence of situated tedelwetopment
approaches based on reflection. This section first highlights fheriamce of reflection
in teacher-development, and then critically analyses a compasitidg of Action
research, Reflective Practice and Exploratory Practice mbgledsguing the case of EP

as a suitable approach to teacher development in the context of the USJP.
2.4.1. Reflection in teacher development

The ability to reflect upon (teaching) practice has been comsider important element
of effective teaching since the writings of Dewey (1974). &eyWl1933: 9) defined
reflective thinking as the “active, persistent and careful danation of any belief or
supposed form of knowledge.” Similarly, Hatton and Smith (1995) definezttigih as
“deliberate thinking about action with a view to its improvemernid( 52). Schon,
(1983, 1987) emphasized the need for practitioners to critically andlgsethoughts
and actions in order to improve their professional practice. ef¢éeted the dichotomy
between theory and practice by proposing a model of “knowing —imraavhich is
grounded in and inseparable from practice, empowering practitiasepsoducers of
theories instead of being only at the receiving end. The elemeefiedtion facilitates
teachers to view relationships between means, methods, and r&ahis (ibid)
advocated that the process of understanding and improving teachimg bdgen a

practitioner reflects upon his experiences. Thus, he suggests phattaioner should
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remain engaged in the process of reflection in two wadlection —on-actionand
reflection-in-action The former involves thinking back over practice in a methodical
and purposeful way, the latter involves revisiting personal viewsea¢hing and
learning while teaching; in this way teachers actively undedsand develop their

classroom practice compatible with their contextual realities.

Current teacher development models include an element of i@flgétarrell, 2004;
Freese, 2006; Harrison et. al.,, 2005a; Loughran, 2002). A reflective appi@ach
teaching has become popular in many English speaking counidekage, 1991;
Stanley, 1998). Schén (1983) proposed that ‘problem identification’ and ‘problem
solving’ should be carried through continuous reflection and professionalyingtor
practices. Korthagen et al. (2005) maintain that reflection in education occyrshan
teachers critically analyse their own beliefs of teachingleaching. Richards (1990: 5)
describes reflection as “an activity or process in which eepee is recalled,

considered and evaluated, usually in relation to a broader purpose.”

There is a growing interest in using reflection for teachensfessional development in
developing contexts such as Pakistan (Dean, 2000; Halai, 2001; Rarieya,Ra@5)a
(2005) argues that, though reflective practice is now being coadidersignificant
component of teacher education in Pakistan, there are few teasher would be
availing it. Rarieya (ibid) maintains that the development décéte practice and the
recognition that teachers need to be reflective practitionegenerally non-existent in

the educational institutions of Pakistan.

Research on reflective practice (Rarieya, 2005) has describestdPais having an oral
culture and, hence, most teachers are not willing to reflect anpiiagtices in writing.
Thus, reflective conversations provide a platform for teachers te #heir experiences
and learn from each other without the labour of writing. Ashraf andeyal2008)
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report that use of reflective conversations contributed to enharbmgeachers’
professional development, and helped them inquire about their classrodicegrac
share teaching and learning experiences, and enhance their rdaagehaig strategies
and constructed knowledge. The present teacher-development projecthttiéug
utilizes the oral cultural by arranging group meetings on alaedpasis and offering a
good platform for discussing, exchanging arguments, sharing expesieand offering
suggestions under the umbrella of EP principles. EP’s obvious focus lectigel
understanding involving every stake-holder is a very useful approackedcher

development through reflection in the context of the USJP.
2.4.2. Teacher-development approaches

Breen (2006) sums up the existing approaches to teachers’ profesvalmpment as
two types: ‘trainability’ and ‘vernacular pedagogies’. The formgye of teachers’
professional development consists of short training courses dedigrserve policies
adopted by the institutions/governments or publishing corporations. Hovi@l@w, up
professional development programs for teachers are a rangeswz These short term
training courses are found less helpful in developing understandargr@dves, 1994).
An alternative to the trainability pedagogies, there arel lpedagogic principles and
various frameworks for classroom practice that are genersgtedabhers in real and
diverse situations. These are termed as vernacular pedagduibsare deemed more
culturally and situationally sensitive than imported innovations butfared to be
resistant to innovations in the field (Canagarajah, 1999; Ellis, 1996n¥€ta and
Sullivan, 1996; Kumaravadivelu, 1994 cited in Breen 2006). Breen (2006) believes that
the idea of vernacular pedagogies is useful for future teachetogenent, but the
resistance to the interaction between vernacular pedagogiesaratesnformed

innovations and alternative pedagogic innovations generated in otheofptémésworld
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are not likely to be useful for the profession. He further propdsdstite assertion of
the authenticity of local knowledge and practices would lead to ceemig with the
conventional ways of thinking, thus making it difficult for teachersdpe with global
and local changes, which is likely to lead to the marginalizatidBLdf professionals
from the wider society. Breen (2006) proposes that the future of tedehelopment
approaches depend upon the teachers’ level of readiness to thecepntribution of

past research and the latest research innovations as a tool for guidance.

Among vernacular pedagogieBreen (2006) gives special reference to three teacher
development approaches: Reflective Practice model, Action Research, aticERne
already mentioned in this chapter. According to Breen, such appsoacheiseful for
future teacher development if these approaches accept and amdatenmesearch-
informed innovations. Breen maintains, these approaches were developggponse to
skepticism against the primacy of rationalism in dealing withethgronment in which
professionals relied upon scientifically grounded theory and techniguesdertaking

the day to day work in their professional lives.
2.4.2.1 Reflective practice

The significance of reflection in teacher development approacheslitesly been
discussed in the earlier section. In this section, we discussckedl practice as an
approach in the context of language teaching. Reflective praaica mode of
professional development tends to works when a teacher focusashoflindeterminate
situations’ in his/her language classroom, consider them closelytriaedout some
ways to act in such situations. According to Schon, (1987:28), confrontattbn w
unexpected situations causes a reflection during action/work whectiné@gotential for
a ‘reflective conversation’ leading to on-the-spot experimentatidrere may be

various ways for facilitating and undertaking such reflective caatiens (Calderhead
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& Gates, 1993). With regard to the development of a languagéeteaeflective
conversation is the process of making sense of practical issuesfpsotiirough their
identification and reflection upon them, and adopting alternative w@yatroduce

alternatives to solve the issues/problems (Richards & Lockhart, 1994; Walk&dg.
2.4.2.2 Action research

Action research is believed to be a methodological extension letctreé practice
(Burns, 1999). It was first proposed by (Carr & Kemmis, 1986; Ken&riicTaggart,
1988). Through action research, a teacher explores alternativeoivagproaching an
identified problem to discover a solution for it by means of actiah rasearch. By
applying the action process, a teacher develops alternativeoivélyisking about their
work, and implementing alternative practices beneficial for thaiofessional

development, and for teaching and learning situations in which he/she works.
2.4.2.3.Exploratory Practice

EP developed in response to the undue demand of action research whiolgeempl
academic research tools and required extra effort and timed¢tiga: Action research
proved itself to be not very valuable when compared to the time angyeteachers
spent on applying it in their teaching (Allwright, 2005). EP dsamework to teacher
development was first proposed by Allwright and Bailey in 1991 m&ans to tackle
classroom puzzles by utilizing routine teaching activitiesoats for data collection.
Being grounded in the classroom, EP evolves out of the shared expeonéteashers
in different situations, and could be likened to teacher developmengpreghat have
been teacher-generated (Breen, et al., 1989). EP is defined bygAthand colleagues

as:
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An indefinitely sustainable way for classroom language teactwed learners,
while getting on with their learning and teaching, to developr tlogn
understanding of life in the language classroom. It is esHigndaway for
teachers and learners to work together to understand aspelotsr aflassroom
practice that puzzle them, through the use of normal pedagogic presedur
(standard monitoring, teaching, and learning activities) as igatiste tools.

(http://www.lehras.puc-rio.br/epcentre/epcentre rApril 2008.

EP as a framework for teacher development is a collaboratideavour of both
teachers and learners which engages them in reflection toumpgne quality of life in
language classrooms. Subsequent to reflection and before proceedimgletbake
action to resolve the issue, the most important stage in EP isopliexg deeper
understanding of it, because there are many situations that teebm problematic
requiring a practical solution that could be handled through dealihgqwality of life

(Naidu et al, 1992; Perpignan, 2001). Deeper understanding of landaageam life
tends to be achieved/attained by using everyday classroom activities etickepraather
than using time-consuming design or conventional research tools andyexas in

the case of action research.

Breen (2006) proposes that EP seems to have improved on earlieroforefkective

practice and action research in being ‘process orientedhtegrating research into
pedagogy using routine teaching activities as investigative tools threadding some
extra work on practitioners, by focusing on the local concerns aedsnof both
teachers and learners. Breen argues that EP is capaldsisfihg performativity and a
preoccupation with effectiveness due to the fact it focuses upchees’ professional

well-being through the cooperative understanding of every day puzzles’ (ibid: 216).
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Breen (2006) claims that EP avoids the risk of potential insulafityernacular
pedagogies found resistant to the innovations in the field (Candgai#j@9; Ellis,
1996; Kramsch and Sullivan, 1996; Kumaravadivelu, 1994 cited in Breen 2006). EP as
an approach to teacher development deems its practitioners respdaosilplgblic
sharing of achieved understandings of language classroom processesheitgroups
of teachers through emails, websites, and publishing their workaiinals. EP does
not disregard the importance of academic researchers and tesbtieators in the
progress of the field, but it demands a change in their conventiondlyraleking them
to work for insiders’ agenda- both teachers and learners. A reseamuld be invited
to work as a resource person serving the insiders agenda, vwedeheer educator can
serve as a facilitator and member of the EP team pattiajgpen this understanding of
what teachers and their learners discover locally. He cagratéethese understanding
to disseminate them among the wider community of professionals atioeirgdobe. In
this way, we can reduce the risk of insularity and mere reptioduaf local practices,
by ensuring there is interaction between vernacular pedagjogesearch-informed

innovations and alternative pedagogic innovations generated in other parts of the world.
2.4.3. Comparing teacher development approaches

Allwright (2001) in his conceptual review of two pairs of key termsvided three
micro processes which in turn give us three current proposals whodrdang to him,
are available practices in the field of teacher development.eThes Reflective
Practice, Action Research and Exploratory practice. These aw®e @f key terms are:
contemplation and action, understanding and change. These are getadbitally as

follows: (Allwright, 2001)
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Contemplation Action

v v
Understanding Change

The first pair of key terms is about processes, whereas toads@air is about the
products or purposes for which these processes are undertaken. The dilagteates

that contemplation is restricted to understanding, thus should notolesadidn, while
action could be conducted for the sake of both understanding and change.
Understanding is shown as a central point, which must be reachedgthr
contemplation and action before taking steps for change. Thus, thendisgggests the

following three macro processes:

Contemplation for Understandingf we take action without reaching adequate

understanding of an issue, it would unsettle the situation and would inakere
complex to understand. Thus, contemplation or thinking about an issue should precede

taking action because understanding could serve as a better guide for fudure act

Action for UnderstandingThe first process sometimes may not help reach adequate

understanding of the issue. In this case, we must not proceedydicebtinging about
change, but search for a type of action to reach adequate undagt&itierwise, the
change brought without understanding would waste time and energy withoutrefiy be

and can affect the teaching and learning activity in a classroom.
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Action for Change Once enhanced understanding through action is reached, one may

proceed to change or intervention if necessary. This change beuidtroduced, if
possible, by a teacher or a group of teachers, or academicchessarould be asked to

do so.

Although the interaction between these macro processes reshitearptoposals, what
makes them different from each other is variation in interactitwdss each pair of
key terms. In a proposal of reflective practice, the first rmgerocess such as
contemplation for understanding dominates, and thus makes it too refléatikiag in
action. In action research, the third process of action for charie imain concern
without reaching adequate understanding of the issue/problem. In ¢eonparith
Reflective Practice and Action Research, the aim of Exploratoryiéaas to be neither
too reflective nor too action motivated. It aims to develop understarabogt the
issue/puzzle first through contemplation and then, if necessary, tioa.aa the end,
action for change could be taken where necessary. In most ¢Besdgevelops
understanding either through contemplation or action for understanding giRerpi

2001).

In addition to the differences mentioned above, it could also be dariipa¢ EP is
significantly different from the majority of teacher developmepproaches as its
emphasis is on involving teachers and learners in the inquiry inhwhiey work
collaboratively for their mutual development. EP seeks collectiveerstahding by
involving both teachers and students where they work for each othertgalm
development and consider themselves as equally important in thesgrda this way,
everybody involved receives an equal chance of “reaching whatevel bf
understanding they are capable of, however ‘deep’ or “shallowhat may be.”

(Allwright & Hanks 2009: 151).
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2.5. Definition and origin of teacher research

Having discussed teacher-development approaches by locating them in the brogader bod
of literature on teacher education, we are now moving towards tlee lodlf of this
chapter which deals with the use of teacher research in tdeofi®LT. Though there

may be repetition from the previous section as different formsaaher research have
also been used as teacher-development approaches, this sectiowvealyxdiosuses on

the practitioner forms of research in particular Exploratorgciice and Action
research. Thus, this section defines and traces out the historycofigmar forms of
research so that we could locate EP as a form of practiti@seanch in broader

perspectives.

Various terms are used to define research that teachersocariry classrooms. These
may include practitioner research, action research, or teaebearch. Practitioner
research refers to systematic inquiry conducted by professiamany discipline to

investigate their own practice (Borg, 2010). Action Researéhfam of practitioner

research but it is characterised by specific procedures imgolhie introduction and
evaluation of practices via a number of investigative cycles |@&l 1998; Burns,

2005b). In addition, teacher research refers to systematic inquidycted by teachers
in their own professional contexts (Borg, 2010). Borg (ibid) points out ‘tbather

research’ tends to be a broader term than ‘action research’. glthaation research is
teacher research, not all teacher research employs thepsaocgelure used in action
research. It is also necessary to distinguish between ‘tesedearch’ and ‘classroom
research’ as all teacher research is classroom researnbtmecessarily all classroom
research is teacher research when it involves academics dogdtiet research in
classrooms. Bailey (2001:491 cited in Borg, 2010) further differentiates betveetete

research, action research, and classroom research “the terABSKROOM
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RESEARCH refers to the location and focus of the study. TEACIREHSEARCH
refers to the agents who conduct the study. ACTION RESEARCH deaggarticular

approach.”

Teacher research first appeared on the horizon in the formtioh aesearch and
KurtLewin is considered the father of action research (Mchiifi Whitehead, 2002)
who applied his theory in a community related study in socialhosygy. Borg
(2010) suggests that another early source of action research Wasdyy (1953) who
introduced action research in the field of education, and highlightednihe&tance of
educational practitioners to conduct their own research in ordempoove their
learning and teaching practices. Corey (1953) is believed to biesthgerson who saw
action research as a more exact, objective, and scientific dori@achers’ everyday
efforts to improve their practice. According to Corey (ibidyorous and systematic
data collection procedure as in the case of action research paaldce appropriate
evidence which could be tested against the understanding of both classitos and

educational theory.

Action research disappeared in from the educational context durirfi@8@s and 60s,
however teacher research re-emerged in the 1970s as part ddl gfaits in the USA
and the UK to democratize education and make it “a more pattcyparocess” (Borg
2010: 395). Borg suggests that (2010), in UK, the teacher research erdvess
employed as part of initiatives made to reform the curriculunsety matching the
work of Stenhouse (1975). In the USA, Schon’s (1983) work on reflectivatiqea
renewed interest in teacher research. Schoén’'s argument thatsjmoéés were not
unthinking technicians but “reflective professionals” encouragechésa to embrace

the role of autonomous investigators of their work.
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Borg (2010) asserts that, classroom-based research came in the fieldhéin2the large
-scale studies did not succeed in finding the best way to pronmogealge learning. The
inconclusive results of these studies developed awareness thett $earthe best
method/ global pedagogical prescriptions was not useful. Althougim ibe argued that
early classroom research was not teacher research, it sssve foundation stone for
classroom research conducted by teachers themselves. Thus, Z@68) (argues that
the idea of engaging practitioners in research may have emeaxdied i the form of
empirical research (Lane, 1962), but serious proposals for praatitiesearch in
language teaching seem to have been made from 1980. Burns (ibid) tasvibed
amidst concerns shown by Wallace (1991), research requirestisxper research
methods, financial resources and a particular academic staiedfthe idea of teacher
research continued to grow as the Nunan’s bbariderstanding language classrooms
(1989a) served as “a significant step in making classroom resaereksible to many
teachers.”(Burns, ibid: 61). However, Borg (2010) considers Allwright Raitey

(1991) as an early attempt to promote teacher research.

2.5.1. Different conceptualizations of the contemporary forms of teacher

research

Borg (2010) believes that contemporary forms of teacher resgaghhave different
underlying conceptualizations, but they are seen to have worked in three maiordirect
in the field of education. Drawing on the views of HammerskHp4a) in relation to
action research, he sees teacher research as a way of promotingsogjal @ his view
of teacher research is described as emancipatory (Carr amohiKel986), and referred
to as critical praxis (Hollingsworth & Socket 1994). Borg (2010:386)arks that such
a view of teacher research “adopts a socio-political stantkeetstudy of education

which aims to disrupt and change existing inequitable social conditions.”
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The second view of teacher research is seen as a form of catlabanquiry, which is
ways of knowing within communities (Cochran-Smith and Lytle, 1999) inchvhi
communities of teachers work together for improving classrooms, cabls. In this
view, teacher research can contribute to both individual teacher devetoame
broader improvements to schools and classrooms as well. The tewdobiteacher
research as practical inquiry, involves individual teachers fogusinsolving practical

classroom problems by developing their practical knowledge.

Apart from the above three main conceptualizations of teackeaneh, Borg (2010)
makes specific reference to Exploratory Practice (EM)arfield of language teaching.
Disagreeing with proponents of EP, Borg (2010) seems to agredDaittyei (2007:
193) that EP is another version of action research. Although (Borg 287)s@pports
EP’s idea of integrating research into pedagogy to make teaebearch “a more
feasible and productive activity for teachers and learners,” he s to not find EP
different from action research. Borg (2010), agreeing with Alteic et al. (2008: 1)
maintains that EP’s stand on developing understanding is not novel bulreay/an
practice by action research as “a method used by teachemtrardprofessionals to
improve their understanding of their practice situations, and asyatew generate
knowledge about practice.” The researcher argues against the view®yh&org
(2010), Dornyei (2007: 193), and Altrichter et al. (2008) in relatiohgostew that EP
is an extension of action research, in section 2.6.2. In the followntigisethe story of

the development of EP is presented.
2.5.2. Development of EP

The reasons behind the development of EP are essential to preskat @ could
understand the difference between EP and action research. Thus, aisioatal
outline is presented. Allwright became disillusioned with thecaffy of the academic
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model used by teachers to become their own classroom reseavbleertie was asked
to work as an academic researcher to raise the researdk pfdfie teachers in Rio de
Janeiro Cultural Inglesa in Brazil. He observed that classrosedb&econd Language
Acquisition (SLA) research as well as Action research tema@do be different from

academic research in terms of its methodological demands, anctlhallef projects

were time-consuming. Thus, Allwright started searching fdasscoom research model
which should be practically viable for practitioners in their givenumstances, and

had immediate relevance to the lives of those involved, both teachers and learners.
2.5.2.1.Design Criteria as an ethical framework

Allwright (1992) first came up with a list of design critetaying down the ethical
framework of EP as a form of practitioner research. The genee of a design criteria
was “an attempt to redress the balance after years ofintatitioned mistakes of
prioritising technical concerns over the ethical” (Allwright,2005:355). Theofsggsign
criteria called for ‘integrating research into pedagogy’ in otdeaddress the technical
issue of employing academic methods for classroom researcih wiis taking too
much of teachers’ time, and becoming parasitic upon the normal ngotkies of
teachers. Therefore, the move was made in light of two aimstdaddress the issue
of burn out, and ensure what teachers did was quite useful fové¢iseoli teachers and
learners. According to a list of design criteria, EP aBrm of practitioner research
focuses on how “to get pedagogy done in a way that incorporatessearch
perspective” (Allwright, 2005:356) in contrast to academic and acésearch, both of
which prioritise research over a pedagogy and interrupt the notesdhing

environment by employing academic research tools.
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2.5.2.2 A list of eight practical steps

The design criteria were followed with a list of eight picadtsteps. The EP group in
Rio-de-Janerio was happy to work with a set of design rigjtdout they were
pressurized to produce such a list to facilitate teachers, iabpethose running
workshops for other teachers working within the EP framework. Ajhwr(2005)
admits that the emergence of a list of practical stepsweake in haste and against the
better judgment as what made sense as practical steps idumai@nal setting would
not necessarily work elsewhere. In addition, a list of pracsiegs was an attempt to
find a technical solution to what was essentially a set of atlpioblems. For some
years, a list of eight steps dominated much of the work presentédh wihe EP
framework, and the EP group soon realized that presenting E&tnis of context-
specific practical steps similar to the technicist traditdid not serve their purpose.
They wanted EP to be represented in terms of global pringige=ad of a list of eight
practical steps. Then, two developments helped the group to achieve theepurpos
practical and theoretical developments, both of which made contexfisgetiof eight
steps to move to global principles (Allwright, 2003). Practicalhgse who were
associated with EP in Rio did not need a list of practical stedswere capable of
developing their own methodology in light of the design criteria. Thieatky, the deep
reflection and thinking of members in Rio, plus doctoral work along piplusal and

pedagogical lines of EP contributed to the development of global principles.

2.5.2.3Principles of EP

The first set of global principles was drafted in the Epilogugllwright’'s 1991 book
with Bailey. Having realized that the classroom research ggested in his book was
very demanding, requiring extra time and extra support, Allwriglatevthe epilogue

which is said to be the academic origin of EP (Allwright, 2008)this epilogue, he
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made four important statements which set the path for the evolutimaney of EP
principles. He proposed that teacher research should focus on devealityéatignal
understanding and engaging academic researchers as resm@uhaats rather than
directors of research using teachers as objects of thely.dtle also suggested active
involvement of learners in carrying out classroom research whdeking with

‘puzzles’, rather than ‘problems’.

This first set of principles came in practice in Culturallésg in Rio de Janeiro where
Allwright was invited to work as a classroom research consultemam then on,
principles have been evolving. To further understand how local thinking modisca
result of local action contributes to the development of EP prassiglliwright (2003)
refers to the Friends of the Earth movement’s saying: ‘think dioksect locally’, and

gives a cyclical view of this in the following diagram,

( Think globally, act locally, think locally. )

Global principles serve as general guidance to apply EP in aalydoetext. Acting in

the light of EP’s global principles generates more thinking wharttributes to global
thinking. In this way, every EP practitioner working in any eabtan have a say, and
his/her work makes some sort of contribution in the development of EPIM@aght
(2003:115) remarks that our global principles are the outcome of “thacatal of our

experiences in particular contexts.”

While working as a classroom research consultant in Culturadagh Rio de Janeiro,
Allwright (2003) thought that he had three practical ideas which weedul for
classroom investigation which made significant impact upon the devetmithe EP
principles. Firstly, teachers were already trying to undedstahat was happening in
their classrooms, but by using normal classroom activities astigaBve tools, not the
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sophisticated classroom research tools; secondly, sometimes tthayght
‘understanding’ was itself sufficient without taking action to dggrand thirdly, they
knew how to bring their learners into the whole enterprise ofldeweg classroom
understandings to make thegeneratorsof understanding, not just consumers of it.

Before we move to the set of EP principles (Allwright, 2005), lets define what. EP i
According to Allwright (2003) Exploratory Practice involves

1. practitioners (e.qg.: preferably teachamnsllearners together) working to understand:
(a) what theywant to understand, following their own agendas;

(b) not necessarily order tobring about change;

(c) not primarilyby changing;

(d) but byusingnormal pedagogic practices as investigative tools, so that wadiding

understanding ipart ofthe teaching and learning, not extra to it;

(e) in a way that does not lead to ‘burn-out’, but thatdefinitely sustainable
2. in order to contribute to:

(f) teaching and learning themselyes

(g) professional developmeroth individual and collective

As mentioned earlier, the academic origin of EP started fhenepilogue to the book
published in 1991 by Allwright and Bailey. The list of design dat¢Allwright, 1992)
played a crucial role in laying down the ethical framework of EP. It couldduedrthat
the six criteria by Allwright (2001) helped distinguish EP frAgtion research. The list
of the following six principles followed by two practical sugy@ss is the outcome of

yet more thinking (Allwright, 2005: 360). The latest work on EP (Athwt& Hanks,
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2009) also presents a similar list of principles. However, it ¢esgary to mention that

these principles can evolve and change in the future.

Principle 1 Put “quality of life” first.

Principle 2 Work primarily to understand language classroom life.
Principle 3 Involve everybody.

Principle 4 Work to bring people together.

Principle 5 Work also for mutual development.

Principle 6 Make the work a continuous enterprise.

Suggestion 1 Minimize the extra effort of all sorts for all concerned.

Suggestion 2 Integrate the “work for understanding” into the existing workingf lifee

classroom.

In the next section, | illustrate these six principles and tvggeastions in three headings
on the basis of their proximity and relation. To discuss these pescipdraw on the
previous as well as latest work on EP including that of Allwr&ianks (2009). The
first two principles are grouped under one heading, and the followneg principles

are under another, and the last two suggestions are grouped in the third heading.

2.5.2.3.1. Put the quality of life first and work primarily to understard language

classroom life

Quality of life,which lies at the heart of EP, highlights a tension between thbee w
“promote technicist and problem-solution orientations in education andwhusstrive
for authentically humanistic and process-oriented views of classlit@im(Gieve &
Miller, 2006:18). The former believe that improving educational quadita simple

process which can be achieved through technical solutions by adopieréeat task.
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The upholders of this notion tend to believe in general solutions for comroblemis
in all teaching and learning contexts all over the world. Realizimg inherent
complexity of classroom life, Allwright & Hanks (2009) advocatattquality of life
cannot be achieved through description leading to prescription and in simpéigsdow
resorting to methods or prescriptions butviyrking primarily to understand language
classroom lifeas it is experienced by language learners and teachers. ngydrki

understand the quality of life is important before improving it.

In agreement with Gieve & Miller (2006), Allwright and Hanks (2009) maintaintttea
notion of quality of lifeis dauntingly complex and elusive, which must be understood
before trying to interfere with it as there are many sibna that seem to be problematic
requiring a practical solution that could be handled through dealihgqwality of life
issues (Naidu et al, 1992; Perpignan, 2001). EP strictly avoids anedimdedemns
any action that is taken without reaching adequate understandimgrstanding the
relationship between people carrying out investigation and being igatesti is the
main objective of EP as a form of practitioner research wifght, 2005).
Understanding, which underpins the epistemological foundation of EP, deépoto be
explained in words, resembles in natthe tacit dimensiorof Polanyi (1967 cited in
Allwright 2005). Understanding may be defined as an aspect of erperarising out

of any human situation. It may be difficult to communicate such uraelisig to others
but is very useful for the person carrying out the investigatiotw(ight, 2003). EP
provides the opportunity for everyone involved to develop understanding at [asdee

level as possible and try to live these understandings’ (Allwright, 2005, p.359).
2.5.2.3.1.1. The reason why EP is concerned with quality of life in a language sla®m

Drawing on Allwright’s assumptions, Gieve & Miller (2006) stétat as our personal

and professional lives are interlinked so are the understandingaanohtewhich make
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a part of the life we spend. In other words, understanding qualife @6 a very elusive
notion which cannot be measured in terms of efficiency but could besitbehile

experiencing as we pass our lives. Similar to Wenger (1998) e@ieMiller (2006)

suggest that professional lives are directly influenced by ommatpr lives. So as
members of our communities of practice, we (teachers and students together with
multiple and complex identities which make up the fabric of iiifeour language
classrooms. Thus, Allwright (2002) and Gieve & Miller (2006) seek aray balance

between work and life through highlighting the notiorunélerstanding quality of life

Allwright (2003) states that the first priority of EP is to Idedth the quality of life
through a humanistic way rather than resorting to a technicigi@olbf the problem in

a language classroom. Focusingtbe quality of lifedoes not mean that EP disregards
the quality of work or draws a boundary between both of these, but it highlights the
contribution and complementary rallee quality of lifehas to play fothe quality of
work Gieve & Miller (2006) seem to regret the fact that to date, work has
predominantly been the focus of the field at the cost of life de#pit fact that both are
important They highlight the strong relation betwetre quality of lifeand quality of
work by saying ‘work being a part of ‘life’ and ‘life’ being aagp of ‘work’, or,

possibly, ‘work’ being a form of ‘life’ and ‘life’ a form of ‘work’.

The quality of life highlights the complex and idiosyncratic natirkfe in a language
classroom. It thus suggests approaching life through understanding thtre
technological solutions adopting ‘efficient’ behaviour or the ‘bestthod. The notion
of understanding versus efficiency was the already focus of iiffé #is inception in
1991 in which Allwright and Baliey clearly mention that EP assts@&chers to
understand their own practice, and their learners (Allwright aaidey 1991). EP

provides the opportunity for everyone to get involved in developing deep tarténg
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(Allwright, 2005). In other words, the collective understanding ofuagg classroom
life by involving everybody, most importantly both teachers anchéraris the main
motto of EP. To summarise why quality of life is important, emel with a note by

Allwright, 2006 cited in Gieve & Miller (2006: 20):

The quality of classroom life is itself the most importanttera both for the
long —term mental health of humanity (and the mental health ofatiguége
teacher) and for the sake of encouraging people to be lifelong nearather
than people resentful of having to spend years of their livesaptve’ learners,

and therefore put off further learning for life.

2.5.2.3.2. Involve everybody by bringing people together as to work for mutual

development

In the earlier two principles of EP, the motive and the purpose @ieE® highlighted.
The above three principles explain the mechanism to achieve that goal. Sincal thfe go
EP is to develop understanding of issues faced in a languageatasst emphasizes
the involvement of both teachers and learners so that collective wamdkngt could be
developed. To develop collective understanding, it is necessary to emgnireement

of all stake holders in particular learners and teachers, teachers ardhese

Thus, ‘bring people together and ‘work for their mutual developmenqtiires a shift
in attitude between teacher- learners’ relations inside olassrand between teacher-
researchers relation outside it. Historically, the teacherhadsa dominant role in a
class and has treated learners as passive listeners aténeng end, and thus never
assigned them active role. In the same way, researcherddilaveed their agendas
which have turned to be ‘parasitic enterprise’ resulting in ndstrieaving the

impression on them that what researchers do has little ree¥antheir own and their
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students’ professional lives. EP aims at redressing thisibgibg people together so

that they could work for their mutual development.

The focus of these principles is on the importance of getting indaleéegially in a
mutually beneficial enterprise, and working together towards utadheling an
issue/puzzle of common interest. Although the beneficiary of such arpas¢ would
surely be the teacher and the learners who are at thedifieaR, Allwright (2003)
suggests maintaining collegial relations with teacher colleaguéhin the hierarchy of
the employing institution, with training and development staff, witlsidat researchers

and with other colleagues in other institutions.
2.5.2.3.2.1. Collegiality between teachers and learners

Since EP highlights the role of learners in investigative wottkié classroom, it insists
on teachers maintaining collegial relations with them. Withocoleegial relationship
between learners and teachers, EP work cannot move forward. Leameuste often
the source of puzzles, and without their cooperation, it is very difftouldevelop

understanding. Thus, it is necessary to engage learners in the investigation.
2.5.2.3.2.2 Collegiality among teachers in the same institution

Although the learners’ involvement is very important, teachersnare likely to work
together than learners. They could establish better collegélored due to common
interests, and job responsibilities. There are probably manysisgueh keep teachers
away from each other such as professional jealousy, and personalmmolet
working within the framework of EP can facilitate them by prawidimany occasions
when talking to someone else is a good idea. Thus, EP aims to skstablikplace
collegiality among teachers so that they could benefit frooh edher’'s experience,

expertise, and knowledge for betterment of learning and teaching environment.
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2.5.2.3.2.3 Collegiality and the hierarchy within an employing institution

There is no doubt that the idea of hierarchy stands in contrasttiv@tmotion of
collegiality, but it is essential to foster collegial redaship between teachers,
institutions, and employers. Any decision regarding pedagogicafjebar curriculum
innovations should be negotiated rather than imposed on teachers. ERtdacili
practitioners to remain engaged in investigative work without burn adt,davelop
understandings about the issues to help inform the decision makdrs bmtterment of
the profession. However, in the context of the USJP, some changesssacheav
syllabus for Remedial English was introduced without consultinghexa and learners-
the main stake holders, with the effect that some teachessilbcegitical of this change

believing that the curriculum is not useful given the contextual realities f$4e.
2.5.2.3.2.4 Collegiality between teachers and training and development petsp

Teacher educators are encouraged to work as mentors to teachtts present study,
| work as teacher consultant encouraging teachers to pursutofheiof interest, rather

than imposing my agenda on them.
2.5.2.3.2.5Collegiality between teachers and academic researchers

‘Academic’ researchers in the language field are adwisextt as research consultants
rather than research directasntrolling theresearch agenda. They are advisedhe
conduct of investigations so that they could regain the trust of tsaghdrlearners by
working in the interest of teachers and learners rather thanipgrtheir own agenda of

building grand theory from empirical research in classrooms.
2.5.2.3.3. Make the work a continuous enterprise by integrating research i@ pedagogy
It is commonly agreed that life is ever changing and undergoesaving process. In

view of the dynamic nature of life in a classroom, it iegital to prescribe lasting
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solutions. The process of understanding should be ongoing as life confiouemke

the work for understanding life in a language classroom continuous;htiiee of
academic research is found unsuitable on various grounds. Professse@atherelies

on funding agencies which have strict time limits to complet@tbject. Such research
projects heavily focus on outcomes. Such research models mayfblefarsgetting
professional research done but are deemed as being not ablg teduue the purpose
which is “ to getteachingdone so that it embodies a research perspective and helps
everyone develop their understandings as practitioners.” (Allwégtitanks: 2009:

153).

Working for understanding ia continuous enterprisef EP. In order to materialize it,
Allwright (2005) and Allwright and Hanks (2009) suggest integratingMéFk into the
existing working life of the classroom. Otherwise, teachers eachérs who are busy
enough already cannot afford to carry the extra burden sucimpleyeng research
methods or adopting any practice that is demanding. Thus, AllwagbBj proposes to
use familiar classroom activities as investigative toolsofdiag to Allwright & Hanks
(2009:154), good research is good pedagogy and the main focus of Efhtasned
already is to get teaching done rather research “in a wajostats the development of

understanding in and among all the participants.”
2.6. Benefits of teacher research

This section highlights both the benefits and critiques of teackeaneh so that the
author can evaluate the significance of EP as a form of teaebearch in terms of
benefits it can offer and how far it attends to the concerngdraisthe literature about

the use of teacher research in the language teaching field.
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Borg (2010) proposes a comprehensive list of potential benefits of teaskarch. For
instance, it can help teachers develop their capacity for gpakitependent judgments
about their profession (Lankshear & Knobel, 2004) and alleviates thHeetsateelings
of frustration and isolation (Roberts, 1993). In addition, it allows teadieecome out
of a submissive position to become curriculum innovators (Gurney, 1989)p dred t
more reflective, critical, and analytical of their role asacher in the classroom (Atay,
2006). On the one hand, teacher research assists teachersmne bess dependent on
outsiders by taking self-initiatives to approach challenges tges (Donato, 2003),
on the other hand, it facilities connections between teachers armdctess (Crookes,

1993).

Regarding the benefits of teacher research in languagkingadNunan (1989b: 3)
remarks ‘it sharpens teachers’ critical awareness througénamon, recording and
analysis of classroom events and thus acts as a conscioussggsarercise”. Taylor
(2006: 94) states that the teacher research “helped me t@abelakthe students’ use of
L1 and to see it as a useful diagnostic tool rather as somethinmetdal to the
students’ acquisition of English.” Borg (2010) believes that the useacher research
in language teaching is useful for enhancing teachers’ aveaa@idearners’ views,
improving their practices, and developing understandings of the impacertsin
instructional strategies on the learning outcomes of the studesgpit® the claims of
teacher research benefits in the context of teacher educatioe, ates only a few
research studies which support such claims. That is why; Groq20@5: 447) states

that,

although many teacher educators proclaim the value of variouss faf
practitioner research in pre-service teacher education, wstilirat the early

stages of being able to bolster these claims with empirical evidendk (ibi
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Among the little empirical evidence regarding benefitseather research in the field
of language teacher education, Borg (2010) points to Burns (2009) who affersew
of the use of action research in teacher education by reportiogicpatiatives and

their impact in a number of other sources.
2.6.1. Critiques of teacher research

Although many benefits of teacher research have been describedartheeservations,
such as that teacher research does not involve a rigorous processida academic
research models, thus it lacks validity and trustworthiness. Inrégesrd, Huberman
(1996) raises questions regarding the reliability of the investeggahethods often
employed in teacher research with particular reference tativas. Elliot and Sarland
(1995: 373) believe that in teacher research, it is descriptioddh@hates the analysis,
and there is “the tendency in many accounts to adopt a narrowhjidist stance to the
problems of pedagogical change.” Similarly, while presegntie reports produced by
teachers involved in the Teacher Research Grant Pilot Schener, @®@99) concludes
that some of the reports did not look like a piece of research, thdr rgpersonal
descriptions of, or justifications for, their own practice; ocaunts of their efforts to
improve pupil achievement, or of their involvement in staff developmeiviteas’ (p.
383). Ellis (2010: 189) also says that “the methodological limitatioatare evident in

much teacher-research that may make its findings of little value toaberae”.

The criteria to measure the quality of research are gepdrvafled on two general
positions (Seale 1999 cited in Borg 2010): a foundationalist and non-foundationali
position. The former position argues that there should be a univeasdhbad to judge
the quality of all types of research, the latter argues liea¢ tshould be different sets of
criteria for different types of research. However, Huberman (188fi)es there are at
least two universal criteria such as to provide sufficient ecelesf the study, and
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freedom from obvious bias applicable to teacher research asmiahduage teaching,
Nunan (1997: 367) argues that the “key distinction should be not whethei\aty &t
practitioner research or regular research but whether it is gesearch or poor
research.” In this regard, Borg (2010: 405) remarks that “a basal & (not
necessarily ‘scientific’) rigour must apply to the collectiand analysis of data if
teacher research is to generate understandings we can hawtemoafin.” Burns
(2005a: 250) in the context of action research as type of teacsearchk acknowledges

Borg’s (2010) view point by arguing,

one of the strongest features of action research that can cantobemhancing
rigour is its iterative, or cyclical nature ....he iterativepect becomes
particularly powerful when research is conducted collaborativelyindsgs

and outcomes can be cross-referenced across multiple activities (ibid).

The above criticism of teacher research raises the onetieiuleacher research is poor
quality research, because it lacks rigorously systematic metiiatista collection and
analysis. The objection revolves round the issue of validity and trukiness, and the
applicability of it to the wider contexts. However, some havel ttte defend teacher
research against such concerns. Among them, Bartlett and Burton &@fif8)st that
professional relevance is one criterion that enhances the validigacher research.
Anderson and Herr (1999: 15) mention that its collaborative naturextieat to which
research is done in collaboration with all parties who have a istdke problem under
investigation” can enhance the validity and trust worthiness aksearch, While Reis-
Jorge (2007) believes that employing an academic model digeaesearch cannot
help to achieve our goal of promoting teacher research, as “a formallpe#sasearch
project produced to meet the criteria imposed by academic tegslanay not be the

most appropriate kind of project.”
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2.6.2. Establishing the case of EP as a form of practitioner research

The case for teacher research will be argued with speteaknce to EP particularly in
the context of the USJP. In the first instance, we argueatbe for practitioner research
as a research practice even if it does not use acadesaarch tools for data collection,
and then justify the choice of EP as a suitable form of pi@wit in the context of the

USJP.

Generally speaking, research practices are evaluated on threwlg; methodological,
epistemological, and ethical (Ortega, 2005). Methodological issuesvénaancern
about scientific rigour, criteria for research quality, angorgng standards.
Epistemology attends to the queries about the nature of reality/logevénd the ways
of knowing. Ethical issues focus around informed consent, confidenteatitymaking
sure research does not pose any threat to research participeetya (ibid) remarks
that although the methodological, epistemological, and ethical diotease deemed as
interlinked, discussions in SLA focuses on two: epistemological andoah@bgical

with more focus on the later.

The focus on methodological rigour in applied linguistics researsié@n criticized as
undue. In this regard, Ortega, (2005) believes there is a dantfes imethodological
focus which explicitly defines definite ways of producing knowledgée expense of
ethical questions regarding purpose and aims of research. Simitaresrhave been
raised by Holliday (2004) and Shohamy (2004) in reaction against th@past of
specifying criteria for methodological rigour in applied lingastresearch. Allwright
(2005) also highlights the same issue by remarking that a testhamproach which
employs academic research tools for generating knowledgebbcome futile and
parasitic in classroom research for teachers. In this regatejad{2005) suggests that
SLA field is epistemologically diverse as it deals withgaage learning — a complex
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phenomenon in which educational and societal forces/factors intexqiynuously, so
it has become ethically imperative to discuss epistemological dimensiauitedroad

framework focusing “on moral imperatives, values that guideomctand worthy
purposes of research that give meaning to entire researghams’ (Ortega, 2005:
420). “To be truly ethical, educational researchers must be preparddfdnd the
purpose of their research”(Howe & Moses, 1999:56). In addition, we shougph des

research programs by keeping in view the beneficiaries/gemtits involved (Fine et al,

2000 cited in Ortega, 2005).

In the case of EP as a form of classroom research byetsach being argued as
mentioned earlier by Ortega on a broader epistemological and |ettdaozework.
Epistemologically, EP does not refer to familiar debate in t@estream literature
about the nature of reality or ways of acquiring knowledge, theat relevance of
knowledge to the lives of those involved, particularly teachers amelsa(Fine et al,
2000 cited in Ortega, 2005). EP attends to ethical concerns byaitmegresearch into
pedagogy and recommending routine teaching activities as toolstafcdkection
instead of academic research tools which demand extra e#dditional time-
commitment, and a greater level of energy. While arguing tbe foat EP as a suitable
form of classroom research for the USJP, | will be compaitingth other forms of
practitioner research .i.e. action research. EP is chosahtrofithe aims of the study,
which is twofold; developing understanding of the issues hinderingrdggess of the
ELT profession (epistemological issue), and establishing a tedekelopment
approach among colleagues in the USJP which should be least demamdiitopnag

lasting.
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2.6.2.1.Exploratory Practice versus Action research

Earlier, Borg (2010) considers EP an extension of Action rdse@he present section
highlights the fact that EP is not extension of Action reselautht is entirely different
from it. Methodologically, Action research as a model for ctamsrresearch demands
that teachers develop research skills taken from the acadegmeicoire. Thus, in terms
of practice, there is not much difference between action saad academic research
(Nunan, 1989a). That is why, Block (2000: 138) with reference to acéisearch
remarks that “the entire enterprise is strong in theory but difficult to carry out in
practice.” He mentions two reasons why an academic modehdfde research i.e.
action research is not plausible because it demands extra ricmee@uires a greater
level of energy to practice it. Academic research and actgeareh prioritise research
in contrast to EP which tries “to get pedagogy done in a way that incorporatearates
perspective” (Allwright, 2005:356). Action research prioritises te@irdoncerns over

the epistemological, and ethical.
2.6.2.2.EP as a form of re-thought practitioner research

The case of EP as a form of practitioner research isgbaigued substantially on
epistemological and ethical grounds. Allwright (2003) clarifies tieiending the case
of EP on epistemological and ethical grounds does not mean advazagtouy choice
of method, but he wants to make clear that the choice of practitiesearch as an
approach to investigation should not be justified in itself in methodolo@ezzhnicist)
terms. Practitioner research should be defined more in ternesatibnship of identity
between the people being investigated and the people doing the investigatien
than as a research tool. Defining EP in terms of ‘relationshigeattity’, it is a plural
first person pronoun We researchour practice’ compared with the academic

researcher’sl‘researctyour teaching,” and with the Action researchet’'sésearchmy
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teaching.” The purpose of EP in practice is to build an atmosjpii¢rest (Perpignan,
2001, 2003), and a relationship of collegiality and mutuality (Allwrigl&92), and
involve everybody i.e. learners, and colleagues (Allwright, 2003heénptrocess, and

help each other develop understanding about the issues in their own ways.
2.6.2.2.1. Practitioner research must be about the lives of the practitione.

Research should not prove to be futile or parasitic on the livesaofitmners. Under
the technicist framework, practitioners usually remain preocdupiéh carrying out
technical formalities i.e. collecting data through acadensearch tools and analysing
the results. While doing it, they are likely to forget the ultengbal — teaching and
learning. EP as a form of classroom research prioritisehitey /pedagogy carried out
with a research perspective so that it could benefit the lival tfose involved in the
classroom research/inquiry. In this regard, Perpignan’s work (2001; 2008prth
mentioning here because it demonstrates a good example obofassrsearch as a
social enterprise and a collegial processsulting in mutual development of all those
involved. She conducted qualitative research within the paradigm of ERe vile
instruments used for self —reports were in the form of questiosnairevhich one
questionnaire was used for generating data to investigate atreels’ preference of
feedback type, and the other questionnaire was based on classrooiy. &ctaddition,
semi-structured interviews were also conducted to become famitlatearners’ ideas
and opinions regarding feedback given to them over the course. Attalbgetion tools
used by Perpignan were not parasitic as they did not only accomnhoadi@ssisted the
normal teaching environment in the classroom. In particular, eetfts used by
Perpignan demonstrate an ideal and perfect example of “integrdie work for
understanding into the life of the particular pedagogical and sot@imstances”

(Perpignan,2003:268). The matching game and the “Z” Activity usedehyighan in
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her research serve as better guideline for how to abide lyiRtiple of integrating
research into pedagogy. By virtue of using classroom friendly ctallection tools, on
the one hand, we can avoid interruption in normal teaching environmenheQher
hand, we develop understanding about certain issues which may not leepibsse
remain pre-occupied in using just academic research tools faramas research. On
the whole, it can be argued that Perpignan’s doctoral thesis (@00h)proving written

feedback on students writing offers a good demonstration of integnagsearch into
pedagogy.
2.6.2.2.2. Understanding not problem-solving

Understanding language classroom life for teachers and Isasnartop priority of EP
as a form of practitioner research in contrast to that of acéissarch which aims to
find a solution to a problematic issue. EP strictly avoids angratiat is taken without
reaching adequate understanding. According to EP, many situationsetratto be
problematic requiring a practical solution could be handled througmdeaiih quality

of life (Naidu et al, 1992; Perpignan, 2001). Understanding the aeddtips between
people doing the investigation and being investigated is the mainivbjetEP as a

form of practitioner research (Allwright, 2005).
2.6.3. Why EP

In the light of the above discussion, EP is a suitable choice athergptions available
in the literature as it favors epistemological and ethical coscever technical issues.
In fact, the ELT profession in the USJP as mentioned in the introgluct@pter
confronts ethical and epistemological issues rather than techooralerns. We
therefore need to develop understanding about the issues hinderpr@dhess of the
ELT profession (epistemological), and help colleagues work far pnefessional self-

development by using a form of practitioner research as an apptoatheir
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professional self-development which is viable for them in thastieg circumstances
(ethical). Epistemologically, we do not seek to solve the problenintsgducing
changes in syllabus or in teaching methodology until we develoficient
understanding about the issue faced by the ELT profession in the USJP. Thus, we intend
to understand languag#assroom life by putting the quality of life fir&Vorking to
understand quality of life is very important on two grounds; a change o
understanding would aggravate the situation and through understanding, handéan

many issues without changing them.

Since the main aim of the project is to develop an approach toetedevelopment in
the form of practitioner research which may be long-lasting without burn-euthtkice
of action research does not seem a practically viable optiothéotJSJP due to its
demand on teachers for developing academic research skills anolyemphem for
classroom research. Action research as an approach to teactlepdent is suggested
to be used as ‘the framework for a final project’ rather begpgated on daily basis
(Burns, 1999; and Edge, 2001). In order to make such a project successfushinad
be good support available i.e. support of an academic supervisor wits acce good
library. As mentioned in the introductory chapter, almost all otéhehers at the USJP
do not have training in academic research tools, and teaching hieem gkills would
not be possible during the project because they work in both evening and morning
sessions, and are not likely to find time and energy to employmid&iesearch. In
contrast, EP which uses routine teaching activities as tootkafarcollection is deemed

more suitable approach to teacher development.
2.7. The Summary of the chapter

The first section of the chapter traced out the journey of TE®@ther education. It

mentioned how the field progressed over time from a positivistec sduated model.
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The positivistic model, which focused on transferring theories anbaatfrom one
context to the other context, treated teachers as mere condudsécaf knowledge,
and disregarded their individual experiences and perspectives omtgaline research
on teachers’ cognition gave a breakthrough by shedding light on the cdmeplef
teachers’ mental life and its influence on their teaching. Kesearch on teacher
cognition provided a different view of how teachers learn to do theik wontrasted
with that of the positivistic paradigm. The fact that teachkraining is a lifelong
process which begins as they start their social life, deeiseachers’ knowledge about
teaching which is mainly socially constructed out of thgpegiences as both learners

and teachers.

In view of research on teacher cognition and socio-cultural perspemt learning,
teachers are not mere consumers of knowledge. They are alsedbas of legitimate
knowledge which can make useful contributions to the development of thdTiidtds
regard, Johnson & Golombek, (2002:2) maintains teachers’ professimetmgaent is
a process of ‘reshaping their’ existing knowledge, beliefs, @nadtices rather than
simply imposing new theories and methods or material on them. grakim account
the complex process of teachers’ professional development, th&ignactform of
research is a suitable approach which provides them genuine opportuloiok tmto
their practices in their respective contexts for their professional devatbphAeeording
to Johnson & Golombek (2002), the emergence of practitioner reseatith teacher
education field on the one hand helps acknowledge the fact tbheteare producers
of knowledge and capable to work independently for their professtawalopment.
On the other hand, it has potential to modify the existing teash@ration practices

based on the traditional model.
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Kurt Lewin, Corey, and Schon may be considered founders of practitesearch, but
it has been used in language teaching from 1980 (Burns, 2005a). tBéncese of
practitioner research in the field of education, different concépigactitioner research
have emerged. Borg (2010) believes practitioner research hagdvorkhree main
directions in the field of education 1) promoting social change@jborative inquiry
in which communities of teachers work together for improving classsamd schools
3) practical inquiry by individual teachers to solve classroom prablékpart from
these three main conceptualizations of teacher research, Borg (2@k8s specific
reference to Exploratory Practice (EP) in the field of laggueeaching. Borg (2010:
397) supports EP’s idea of integrating research into pedagogy to make teasdrehres
“a more feasible and productive activity for teachers and learners.owRorg (ibid)
considers EP as an extension of Action Research. It can bedattyat, EP and Action
Research are entirely different from each other. For instarethonologically, there is
not much difference between action research and academic refdaman, 1989a) as
both of them employ academic research tools in contrast to EEh wtilizes routine
teaching activities as tools of data collection. EP trieggét pedagogy done in a way
that incorporates a research perspective” (Allwright, 2005:356), urddaemic
research and action research which prioritise research. In ceqditnderstanding
language classroom life is a top priority of EP in contrasthat of action research
which seeks to find a solution to a problematic issue. Irrespectidéfefent forms of
teacher research,Borg (2010:242) proposes the following comprehendivef lis

potential benefits of teacher research.

1. It develops teachers’ capacity for autonomous professional judgements

(Lankshear & Knobel 2004);
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2. allows teachers to move out of a submissive position and be curriculum

innovators (Gurney, 1989);

3. allows teachers to become more reflective, critical, and &eallyabout their

teaching behaviours in the classroom (Atay, 2006);

4. makes teachers less vulnerable to and less dependent on extermails to the

challenges they face (Donato, 2003);
5. fosters connections between teachers and researchers (Crookes, 1993).

Although different forms of practitioner research have emergddoffexr a variety of

potential benefits, their use in education and language teachingéasabcompanied
with criticism such as practitioner research lacks validity sustworthiness as it does
not involve a rigorous process as used in academic research modatheess, many
scholars have defended the case of practitioner research onndifjepends (see for
instance Holliday, 2004; Shohamy,2004; Ortega, 2005; Allwright, 2005). In tlasdreg
Huberman (1996) argues if any piece of research i.e. poaetitiresearch provides
sufficient evidence of the study, and freedom from obvious bias, themould be

treated as a good piece of research. In contrast, Borg (2010) msitibait it is

necessary to apply a basic level of rigour while collecting anadyaing data to make

the findings of practitioner research more valid and trustworthy.

Since the emergence of EP as a form of practitioner resd¢erie have been many
studies conducted under the sphere of EP. In view of the past skidiesuld be used
for the following: open-ended voluntary work with teachers (Miller Badnell, 1998)
in a consultancy relationship where a teacher trainer or acadeseiarcher can work as
a consultant to colleagues encouraging them to use EP as a fpractitioner research

for their professional development, and developing understanding abadritext in
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which they work (Miller, 2001; 2003); as an approach to academicrcbsgawhich
EP principles can be useful for guiding their investigation (Gunn, 2B@fpignan,
2001), as a form of practitioner research to develop understandingthbauality of
life in the language classroom instead of discovering teachoigitpies (Slimani-

Rolls, 2003; Miller, 2001; Gunn, 2001; Perpignan, 2001).

The present study is unique in its kind. Although EP has been usadfam of
practitioner research (Slimani-Rolls,2003; Miller, 2001; Gunn, 2001; dgreapj 2001)
and an approach to teacher development (Miller, 2001; 2003), there isingleastudy
which has ever tried to evaluate the significance of EP as bfmttmaof practitioner
research and an approach to teacher development. In this way,stiet stedy fills in

this gap by carrying out an evaluation of EP as both a form dfitpyaer research and

an approach to teacher-development. The details of how this progtatlisd are given

in chapter 3 The second research question, “what is the contribution of EP in
developing understanding about the issues faced by ELT professibe &tSJP?
evaluates EP as a form of practitioner research on the dfassscontribution towards
addressing issues faced in Remedial English classes. Tthegb@arch question, “what

is the significance of EP as an approach to teacher developmémt icontext of
USJP, evaluates EP as an approach to teacher development. This reseatamque
tries to show that teachers are capable of working independentiyeir professional
development in their respective contexts and fills a gap by cottgodowards
establishing an alternative to teacher education practicesimn a positivistic model.

In addition, the first research question, “how far does this prapéde doy the principles

of EP?” offers a framework to reflect on the work carried out withinEReparadigm.
This has not been addressed in the previous research work on EP. Altlough s

principles of EP and two suggestions (Allwright, 2005) offer a clear set oflignasiéor
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EP practitioners, this research question demonstrates a draectigafor evaluating
one’s (EP practitioner) own work to check whether the principlesoisserved. In
addition, this question also addresses the concerns that practitieearche lacks
validity and trustworthiness by offering a framework which appéiesasic level of
rigour in collecting and analyzing data to make the findingpracttitioner research
more valid and trustworthy as suggested by Borg (2010).The foughrobsquestion,
“What is the contribution of this investigation to our thinking about’E$& byproduct
of every piece of EP research carried out in any context becafisetion on EP
contributes to its growth, and provides at least some understandirfgtiioe EP
projects. The researcher’s reflection on the whole EP projeoughr systematic
analysis of the application of EP principles may provide someaulusefights for EP

practitioners.
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Chapter Three: Research Methodology

3.1. Introduction

Research is a rational process by which we develop knowledge abimutsvaspects
relating to human life in order to clarify and resolve issuesfao® in our life.
Research is thus described as a “systematic, criticaledfadrical enquiry which aims
to contribute towards the advancement of knowledge and wisdom” (Bassey38999:
The present study which evaluates Exploratory Practice as apaappto teacher
development and as a form of practitioner research at the U8K€s s contribution
in different ways. Firstly, it aims to understand the sigaifte of EP as a form of
practitioner research for addressing the issues in the laagl@gsrooms at the USJP.
Secondly, it seeks to know the significance of EP as an approackatbet
development for English professionals at the USJP. In every typgtudy, the
researcher plays an active role in designing the reseasoducting the study, and
analyzing the results. The active involvement of a reseaistagpreciated by Johnson
(1994) who argues that a researcher may not simply act as a detadessages;
rather, he must play an active role in reflecting realitydoking at it from different
angles. The level of involvement by a researcher varies angotdithe nature of a
study, and philosophical perspective behind it. Positivists recommesndhilvement
of the researcher so that objectivity of the study is maethiin contrast to
interpretivists who want to see the world through the eyes of plagticipants, and
make subjective interpretations while remaining honest and distedreThe present
study which falls within the interpretive paradigms, assignedaetive role to the

researcher for the completion of the project. In other words, withtiueasvolvement
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of the researcher, the project would not be completed becauseojket ffras both
professional and academic goals to achieve. To achieve the profeggiahathe
researcher has to play a very active role. He works ascheteaonsultant by holding
group meetings with the participants and providing them assistanoedertaking EP
principles in their teaching for their professional developmemt.aléo works as a
practitioner-researcher similar to other teacher-participantsorder to develop
understanding in the life of language classrooms in RemediglisB. In order to
achieve the academic goal, the researcher tries to remasthand disinterested in the
whole process from beginning till the end. He conducts pre-and postiemisrand
transcribes the recordings of meetings and evaluates thebediotmi of EP work during

the project towards ELT profession at the USJP.
3.2. Choice of paradigm

It is commonly believed that researchers are people who haveep philosophies,
ideas, skills and preferences which influence their choices#arch endeavour. Thus,
it is not possible for a researcher to disassociate himself fis pre-set beliefs and
philosophy while determining his choice of research (Yaacoub, 2008). Inethasd,
Creswell (2003: 6) argues, “stating a knowledge claim mdaatsrésearchers start a
project with certain assumptions about how they will learn and wWiest will learn
during the inquiry. These claims might be called paradigms (@aobtd.incoln, 2005),
philosophical assumptions, epistemologies, and ontologies (Crotty, 1998pautlyb
conceived research methodologies (Burns, 2000).” In line with his philosbphica
assumptions, the researcher makes decisions about the nature of kepwiagl and
means of seeking it; values that lie beneath it; methods of igpa@mnd studying it

(Crotty, 1998). This is a very crucial stage in which a reseaiies hard to make the
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correct decisions. In this regard (Crotty, 1998) maintains that cigpdbie right

philosophical stance by a researcher is a very crucial step in any study.

There are different paradigms or belief systems in modegan&s inquiry (Guba and
Lincoln, 2005), which broadly fall between two main opposing paradigms. H&rese
the scientific paradigm and the interpretive paradigm. Eacthede paradigms has
different ontological and epistemological assumptions which suppart. tBatology

refers to the nature of reality or how the world is viewed, willistemology refers to

the nature of knowledge and how this knowledge is acquired (Burns, 2000).

The scientific paradigm employs scientific methods to stetam phenomena. This
approach views reality as objective and something that can siradand uncovered
by a neutral researcher (Gall et al., 2007; Lichtman, 2006). Thisgmokas also been
named positivism; a term associated with the French philosopher t&ugosite in the
first half of the nineteenth century and used through to the currentadayhas

historically been the dominant paradigm in research inquiry (Cohen et al., 2007).

The interpretive paradigm has emerged since the 1960s in responseptoltleens
associated with using a positivist approach to researching suugdomena. The
supporters of this paradigm believe that the world cannot be viewad abjective
reality. Instead, it needs to be understood in relation to the subjedevpretations of
human behaviour and experiences (Bryman, 2008). Gall et al (2007: 21)nsxpla

further:

An opposing epistemological position to positivism is based on the agsampt
that social reality is constructed by the individuals who ppete in it. These
“constructions” take the form of interpretations, that is, therigtsmn of

meanings to the social environment. Features of the social enviroaneenbt
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considered to have an existence apart from the meanings theiduads

construct for them.

While Creswell (2003 cited in Yaacoub, 2008: 87) argues a reseatob@ses mainly

from the four ‘schools of thought’ given below:

1. Postpositivism: according to this school, knowledge is objective, andc#imube

observed, measured and verified (Creswell, 2003).

2. Constructivism: which believes that knowledge is subjective, fluid camd be
“examined through the eyes of participants rather than the cbs€a(Cohen et al,

2007:22).

3. Advocacy/patrticipatory: in this school of thought, the researchetamaaction or
agenda for reform that may change the lives of the pamitspthe institutions in which
individuals work or live, and the researcher’s life” (Creswell 2008: Feminist and

critical research fall under this category.

4. Pragmatism: where the researcher is entitled to usepgmgach as long as it helps in

solving the problem.

In the same way, Cohen et al (2000) describes three major vidgts ave employed in
educational research: the scientific procedure, the interprappeoach, the critical
approach. The present study employs EP within an interpretive appandcteeks to
explore the efficacy of EP as a form of practitioner redeand an approach to teacher
development in the context of the University of Sindh, Jamshoro byngvdil the
participant-teachers to undertake the principles of EP in ttaahiteg for two semesters

of six months each.
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3.2.1. Research methodology

There are different methodologies or styles of research, sonibesé strategies
conform to an interpretive qualitative style while others confoomat positivist,

quantitative style. The following methodologies adhere to the interpretiadigar:

Ethnographic research studies the cultural background of a partgnaap

(Hitchcock and Hughes, 1989).

* Narratives in which the researcher collects information about lives of
particular individuals by asking others about them, and by retebind
repeating their stories in a sequential account interlinkdd tine researcher’s

life (Clandinin and Connelly, 2000).

e Grounded theory is drawn from the views of informants in a studys\&ie

2003).

e Case study produces detailed information in vivid and rich ways abouirone

more actors in a definite context (Hitchcock and Hughes, 1989).

» Historic research searches for evidence and proof to confimegate certain

facts about past events (Borg, 1963).

e Action research, in which the researcher undergoes a cycle mfiqdaand

action in a disciplined way to develop a particular practice (Ebbut, 1985).

« In addition to the above research methodologies, Exploratory Practaleo
considered a distinctive research methodology within the interpragbipeach.
Allwright (2003) maintains that EP primarily developed as a formpraétitioner
research as an alternative to other forms of practitionezarels based on

academic research models. However, researchers who wersmdertake
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academic research projects, found EP principles helpful in guitheg
inquiry/investigations. Thus, EP has been successfully used for doetsealch

(see for instance, Miller, 2001; Gunn, 2001; and Perpignan, 2001) and has also
proved to be a suitable framework for a Master’s level coursedissdrtation

work at Lancaster and in their MA level work in Hong Kong (sedrfstance,
Hanks, 1998; Chen, 2002; Chan, 2002; Cheng, 2002; Chuk, 2002; Le, 2002; Ho,
2002). It is also important to mention the doctoral research of Wu (2092)
discusses the principles of EP from a philosophical perspective tend t
significance of such thinking for a development project in theestraf the
Chinese university where he works. The present study utilizgsrithaples of

EP to complete the academic research project on teacher developth¢he
participants adopt EP as the form of practitioner research &stigate their

own practices in a similar way as practiced by Miller, (20G&Lnn, (2001) and

Perpignan, (2001) in their doctoral research.

As mentioned earlier, the present study employs EP within tegretive approach. In
this way, the present study employs two different approachésndWidual teacher-
participants including the researcher himself employ EP by mdpjit as a form
practitioner research. Secondly, this study is a type of tadg esearch conducting an
in depth investigation into the use of EP as an approach to ted@isopment and a
form of practitioner research. This study intends to find out howoapgof teachers
undertook the principles of EP in their teaching and what the signdecof EP was for
their professional development, and how EP helped participants in wamidkngf life in
Remedial English classes. While analysing data collected fvanobus methods
(mentioned later in this chapter), the researcher is equadisested in the particularity

of each of the participants who applied EP as well as pursuingidlee agenda rooted
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in advancing understanding and providing insight into the use of EP agparach to

teacher development and a form of practitioner research.
3.2.2. Ethics and access

Dealing with ethical issues in a research is of parameooportance. However, it is a
very difficult and strenuous process (Busher and Clarke, 19%90¢ application of
moral knowledge and wisdom then turns out to be governed as muchldntivef
judgment as by rule-following and the practicing of skills"(Leyli993:76).
Researchers are humans; they can make mistakes in dealingthvcal issues (Cohen
et al, 2000). To minimize the chances of making mistakes in addrehicgl issues,
researchers “need two attributes: the sensitivity to identifyethical issue and the
responsibility to feel committed to acting appropriately irardgo such issues” (Eisner

and Peshkin 1990: 244).

Busher (2002) maintains that ethical codes are not the samevbeegywhich vary
from person to person, culture to culture, and context to contexiislvay, something
valid in one setting or context may be unacceptable in another. &ppkcation of
ethics to research is situated in and depends on how each situatezomstructed to
understand the needs of all the participants in it, including thercbses and research
sponsors” (Busher, 2002: 87). A researcher should be sensitive to tine a@fltthe
setting, and compromising in making ethical decisions accordingirtumstances.
Cohen et al (2000:49) remarks that a researcher needs “tosstsédance between the
demands placed on them as professional scientists in the pursuithofand their
subjects’ rights and values potentially threatened by theands& A cautious and
conciliatory attitude should be adopted by researchers to abs@ssterests and the
people’s right to know against the privacy and confidentiality rigiitsnformants
(Frankfort-Nachmias and Nachmias, 1992). Stake (2005) maintains thangvéhe
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rights of the participants adds strength to the quality ofréisearch. He (ibid: 459)
remarks, “the value of the best research is not likely to oubwigigiry to a person
exposed. Qualitative researchers are guests in the privatesspf the world. Their

manners should be good and their code of ethics strict.”

Privacy is a sort of guarantee that information received froticipants will be used
appropriately without affecting the participants’ rights (Deiaed Crandall, 1978).
Confidentiality means protecting the identity of participantsnfrbeing identified by
others from the information they share during the process ocardséCohen et al,
2000. “The protection of subjects’ privacy by changing their naamss identifying
features is an important issue in the reporting of interviewsalg 1996: 4). Cohen et
al (2000) suggests that the participants should be made awarefatttifenformation
about them is made public. The participants should be given the aiglatrticipate or

withdraw from taking part in the study.

Before conducting research, a researcher needs consent frpartibgants, which is
usually less problematic if the research is carried out irorganization where a

researcher works as a member of staff. Eisner (1991: 215) suggests,

“we all like the idea of informed consent, but we are less sistewho is to
provide that consent, just how much consent is needed, and how we inform
others so as to obtain consent when we have such a hard time pgedican

we need to get consent about” (ibid).

After consent is granted, a researcher needs to be honest ancgéding the study
demands and obligations. Lincoln (1990) suggests that after getting cdmserthe
participants, a researcher should have on-going discourse witkcigeats for

establishing good friendly relations to avoid any disharmony.
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Although | was a member of the teaching staff at the deparwhé&miglish at the USJP,

| sought the approval of the university to access the informartgoastages. First, |
wrote a formal letter to the Director of the institute asKimrgconsent to carry out the
research at the university campus. In that letter, | explamegurpose and process of
my research. Having received the approval from the head of titetiost, | distributed
an invitation letter (Appendix A) among colleagues, which explainegtingose and
nature of the project, along with the procedures and time frare o€search, and the
obligations for participants while participating in the projectwadl as clearly stating
the confidentiality and privacy rules, including the participants’ rightvoice their

opinions and objections, or even to withdraw from the research for any reason.

There was no obligation on English professionals to participate impribject. The
researcher who has already worked at the institute with sothe pfrticipants is quite
mindful of his relation with the teachers when he invited them ttcpgeate in the
project. However, the majority of the participants were appointdtedtSJP, while the
researcher was completing his studies abroad. Thus, he has madpssatle effort
to not affect the participants’ decision regarding joining the projée&acher-
participants did not feel any compulsion either from the head ahstieute or from the
university authorities to participate in the project; it was amalry participation. The
reason why teacher-participants participated in the projecthaag been due to the
prospects that EP offered them their professional developmedesasibed in the
invitation letter. The researcher tried his level best toaquae participants’ rights so
that they would not feel compelled to work on the project and be allowvgint and

withdraw the project whenever they wanted it.

While conducting interviews, pre and post, the researcher soughpgheval of the

subjects to tape-record the interviews. In the beginning of each team nieg¢headirst
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semester, consent was sought for tape-recording group discussicll.alowever,

participants were assured that no one will have access to these except the
researcher. The researcher was an active listener edmnticting interviews, and tried
to show respect and empathy for the informants. Ethical issues alkeays kept in
mind throughout the project in all stages of the research proaessoid any potential
harm to the subjects or their future options, information was kepfidential. The

information received is treated with utmost care and secreawever, for some
information potentially recognizable to others, the researcherduaived the consent
of participants for the release of that information. Fictional rsaare given to the
participants to respect their privacy. Interesting or importantatjoos were used only

after seeking owners’ approval.

In order to collect data, the invitation letters were distributed amonigeatidileagues at
the department of English at the beginning of the new sessicanuary 2009. Nine
participants showed their consent to join the project by agreeitegrhs and conditions
mentioned in the letter. According to the initial plan in the ne$eproposal, | decided
to run a single group of four teachers. Keeping in view the principgiePofvhich gives
open offer to join the EP venture at any institute, it becameuliffio pick only four
out of nine willing to join the project. To justify the decision of chogsa limited
number of participants, | decided to follow the ‘first come fieswve’ criteria. Initially, |

picked four people, and conducted their interviews.

Having conducted their interviews, when it was time to reach a decision atamgiag

the time for a group meeting as a part of the project; it medspossible for these
participants to meet at the same time due to their busy aret\&rhedules. Meeting
the set-back in the very initial stage of the project, which aszé my fear of drop-out

in future due to many other unanticipated reasons, | decided to indutiammg
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colleagues as possible. I, therefore, proceeded to conduct intervigwsiwei more
colleagues who had already given their consent to join the projaisttime, now since
the number of the participants increased from four to nine, it waossible to
convene all of them at one time, and manage them into a single grdbpreifore,
decided to run two groups. The decision of running two groups at differgatofia
week and times facilitated to accommodate all the willing gpents. Ultimately, |
became successful in accommodating eight participants includingfrbyséorming
two groups. Although there was no intention of running separate groupsaferamd
female teachers, it was by chance that there were sepgratips for them. The
researcher attended meetings of both groups and worked as an Efopeactvith
other colleagues (teacher-participants) and shared his exmgenehite attending

meetings.

In phase I, we had eight meetings in total, three with malefemdle group each
running side by side, and two joint meetings which were held \Aterdecided on joint
meetings when | was left with just one member in the malepgand two members in
female group. In phase I, we had five gatherings in all, and W&seno drop out in all

five meetings.

In order to achieve professional and academic goals, the feseplayed a dual role as
both teacher consultant and academic researcher. Therefoes difficult to manage
both goals simultaneously which consequently led to a significantaseren the
researcher's work-load. As a teacher consultant, the reseasassisted teacher
participants in undertaking principles of EP by providing them withienas and
suggestions whenever they required in and outside the scheduled sddtam)to face
complaints of some teachers if other participants did not arrivenmn to start the

meeting. | had to reschedule group meetings a number of timesdmmodate the
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participants. In addition to this, as part of professional agenda, ihavdsto transcribe
all group meetings of phase I, and handover the transcripts of ninestings to the
participants before the next meeting. In addition to this, the @alay strikes at the
USJP also halted our progress on the project as we had to extend the datengérseet
that teacher-participants spent sufficient time in the classntertake EP principles
before attending the next meeting. Meetings ran smoothly inekephase, as there
was no drop out and we mutually decided to present the minutes oéétmgs instead
of transcription. The teachers who had already spent time in undertaki principles

in the phase | were more comfortable in the next phase.

As an academic researcher, the researcher was quite nofdfisl responsibilities so
that his responsibilities as a teacher consultant did not affgatinely on his role as a
researcher evaluating the significance of EP as an appmaeacher development and
as a form of practitioner research. The tools of data calieemployed in this study
served dual purposes: professional and academic. The details ioktituenents that
served these purposes are presented at the end of this chapteslloMied section

describes the instruments used for collecting data in this study.

3.3. Research instruments

The researcher chose research instruments by keeping in vianrthend purpose of
the research. There are many research tools which can beyethpd find answers to
the research questions. Cohen et al (2000) mentions the major toelvieins,
questionnaires, accounts or diaries, observation, tests and personalaten3those
data collection tools that are based on pre-set questions, perfordaa@nd statistical
analysis mainly fall in the category of the quantitative approaclsWete 2003). Those
data collection tools which are based on open-ended questions, observatianddata

document data analysis mainly belong to the qualitative approaelweél, 2003). In
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this study, data was collected in the form of semi-structureslvieivs: pre-interview
and post-interviews. In addition to interviews, group/team meetingartitipants held
regularly during the whole project, were also audio-recorded, whieke vthen

transcribed.
3.3.1. Interviews

Interviews are conducted to collect information about participantpereences,
knowledge, opinions, beliefs, and feelings (Best & Kahn, 2006). Intesviare
considered to be a very good source of gathering descriptive data partiepants’
own words (Bogdan & Biklen, 1998). Interviews may be structured,-s&attured, or
unstructured. Less structured interviews are more flexible and propjutEtunities for
interviewees to express their point of view more freely (Bogd&iklen, 1998 Eliott,

1991).

In a structured or fixed response interview, the questions and resgaipgeries are
fixed in advance, and a large number of questions can be asked in a short period of time.
Data analysis of such interviews may relatively be sinbgleomparing the responses
of each individual participant. However, interviewees are forced to peogisponses
that fit into researchers’ categories, which may not prouwidacaurate account of their
thoughts, opinions, or feelings (Best & Kahn, 2006). On the other hand, umstdict
interviews resemble informal conversations. The questions emergentext and are
asked in the natural course of the conversation. This increasegeflesance, and
provides a more accurate account of what the respondent is thinkingeelnth.f
However, if relevant questions do not arise naturally as part o€dheersation the
answers do not always provide useful or comprehensive informaticause different

information is collected from different participants with diéfet questions, responses
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cannot be compared, and data organization and analysis is often camgldKficult

(Best & Kahn, 2006).

Semi-structured interviews, which have pre-set questions but all®wigwees to
digress and raise issues or topics that they wish to pursue, are oftenefetylnsemi-
structured interviews, all interviewees are asked the sane djzen-ended questions,
the wording and sequence of which are fixed in advance. Howevee, isienore
flexibility for interviewees to express their ideas fully ainélely. In semi-structured
interviews, interviewers are able to ask extra questions to gaire detailed
information, or to pursue a point made by the interviewee (Best & K2006). As all
interviewees are asked the same basic questions, most of éeponses can be

compared, and it is easy to organize and analyse data.

Care and skills are required to conduct successful interviewst @dahn, 2006).
Interviewees should be informed of the purpose of the interview, and cdskateheir
responses will be confidential. In good interviews, participants areafpetse and
encouraged to talk freely about their points of view. Most interviewgnbwith
informal conversation to develop a rapport, particularly when the integviand
interviewee are strangers (Bogdan & Biklen, 1998). Good interveewee attentive,
and communicate interest to participants with their facial espas, gestures, and
body language. Interviewers may ask for clarification if pogses are
ambiguous/unclear (Bogdan & Biklen, 1998). Interviewers should listerfuttgréo
participant’'s responses, and assist them to formulate their thowgfhisut being
directive. While the purpose of open-ended interviewing is to find out i8ha the
participant’s mind, care should be taken not to put ideas into the pantisi mind.

Interviewers must understand their role and not express their pegonans, as
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responses may be biased if participants are aware of the gierspd the interviewers

(Best & Khan, 2006).

Unstructured or semi-structured interviews, which provide particgpawith
opportunities to express their own issues and concerns, should be aodiede@est
& Kahn, 2006). To audio record the interview, consent must be received the
participants, and they should be assured of confidentiality besause participants
may be self-conscious about having their voice recorded. Somesiwilbareassurance
that private information will not be revealed to others, either onett@rding itself or in
the form of a written transcript (Bogdan & Biklen, 1998). Itlsossuggested by Best &
Kahn (2006), if an interviewee is not willing to be recorded, thevigeer should take
notes to be expanded immediately after the interview becauseftinmation will be
easier to remember. However, in the present study, everybaxdigipating in the
project gave consent for their interviews to be recorded. Pre exer\(Appendix B)
were conducted from eight teacher-participants at the beginning pfdjeet inquiring

about:
» Their teaching experiences in the USJP.
« The use of techniques for their professional development.
» Issues faced in Remedial English classes.

e Their views about the new curriculum, teaching environment, and learners’

attitude.

* Ways and suggestions to improve the ELT profession at the USJP.
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Post-interviews (Appendix C) were conducted twice during the grdjest after phase
| from those who left the project half way, and then after theptetion of phase I
from those who continued until the end. The post-interviews inquired about the

following information from the participants:

* Their experience as members of the EP project.

» Difficulties in applying EP.

 Difficulties in attending group meetings.

* Reasons for leaving the project.

» Evaluation of EP as an approach to their professional development.
3.3.2. Group meetings

Group meetings were the most significant source of datactiokeunderpinning the
methodological approach of EP as a form of practitioner resélaat an inquiry should
become a joint venture as ‘we research our practice’ (AllwrZ®d5). The participants
in the group meetings helped each other by offering suggestionsgskaperiences,
and reporting their progress on their puzzles. Every participacthid¢eahaped his/her
inquiry individually by working independently with the learners in th&ss. In this
way, group meetings served a good platform for bringing teat¢bgether and making
them work for each other's mutual development by demonstrating goodjiablle
relations. In addition, all group meetings were audio-recorded eutisent of the

participants.

Noddings (1986 cited in Connelly & Clandinin, 1990) remark that in research on
teaching "too little attention is given to matters of commuaitg collegiality and that

such research should be construed as research for teaching” (p. 51bigtigated
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the importance of the collaborative nature of the research grasesne in which all
participants view themselves as participants in the communityhvitais value for both
researcher and practitioner, theory and practice. Connelly and difandi988) believe
that a collaborative research requires a relationship sitoilrat of friendship, and
mere negotiations or application of principles cannot guaranteaittulfrstudy. To

develop such a relationship of friendship in collaborative researcthowtd make sure
that there is equality between participants, and everybody ipating is respected,
and we maintain the feelings of connectedness among us (Connelly aminidla

1988).

In each meeting held at the USJP, special care was taketevielop such an
environment where each individual may feel his or her part in theegso valuing the
participation of other individuals as well. In the group meetings, msured that
everyone was given the chance to talk about the nature of theiepurterms of the
ways of working and dealing with it, and problems he/she faced wioitking on it.

During group meetings, teacher-participants were involved irctefeconversation by
recalling their teaching experience, by sharing them withr thelleagues, which
involved them in discussions, and reasoning. In this way, they discisssass iquite
frequently, they argued with each other, they disagreed on mantg,pand moved on

in an atmosphere of friendship.
3.3.3. Trustworthiness

There is a large body of literature available about trustweeds, validity, reliability,
authenticity, generalisability. These terms are often relatddbaerlapped. Cohen et al
(2007) maintain that if a study: quantitative or qualitative in natsiraot valid or
trustworthy, is useless. There are different kinds of validith wifferent applications.
Cohen et al (2007) mentions about content, construct, ecological, catphgtlictive,
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concurrent, internal and external validities. The last two typgsrnal and external
validity are very popular (Cohen et al, 2000; Seale, 1999) and havenedewih the
present study. Cohen et al (2000) suggests internal validity can be achieyemdgyn
accurate description of the topic under investigation. It “concernextest to which
causal propositions are supported in a study of a particulargsetBeale 1999: 38).
According to Cohen et al (2000: 109), external validity “refertheodegree to which

the results can be generalised to the wider population, cases or situations.”

The application and implications of validity differ with respdot the choice of
paradigm: interpretive and positivist. In this regard, Cohen et al (20®)0states that
“the researcher will need to locate her discussions of validitirwthe research
paradigm that is being used.” Many authors supporting qualitativarobseise a
different terminology than validity. Maxwell (1992) uses ‘authenticitwhereas,
Bassey (2002) prefers the term ‘trustworthiness’, and Lincoln and @Q@85) prefer to

use ‘credibility’ to internal validity and ‘transferability’ to externalidity.

Lincoln and Guba (1985) argue that qualitative researchers, insfegtdoposing
generalisations, should concentrate on offering very vibrant anéhfatmation of the
research, leaving it to their readers to come to a decisicansferability is possible. In
this regard, Guba (ibid: 316) remarks, “thus the naturalist cannoifysplee external
validity of an inquiry; he or she can provide only the thick desonphecessary to
enable someone interested in making a transfer to reach a com@bsut whether the
transfer can be contemplated as a possibility.” SimilarlyleSd#99:107) argues “that
the goal of generalisation is not always an important consideraticedearch studies.

Particular cases may be worth investigating for their own sake.”
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With regard to the issue of generalisability in educationaares, which refers to the
applicability of research findings to other contexts and settixgts( 2000), there are
difference of opinions. Best and Kahn (2006) believe that for addressnigsue of
external validity, a researcher should accept the need to reprdouctutly and its
findings. However, Scott and Weeks (1998) suggest removing the notion that
generalisation and external validity are essential in educéaties@arch. According to
them, research that is sensitive to the settings/contextsjdudis, and conditions is
equally valid. In addition, McNiff and Whitehead (2005:92) argue thatis‘inot
possible to give solid evidence to prove research findings arewdmisy and

credible.”Somekh (2006:3) claims that,

knowledge acquired from qualitative research is generalisalslienilar settings
...and ...knowledge acquired from research involving close partnership with
participants is quickly validated and appropriated by those inaisgitting who

recognize its immediate usefulness (ibid).

As mentioned earlier, the present study employs EP withinntieepretive approach.
So, necessary measures were taken to ensure the trustwortbingss study in
accordance with the paradigm chosen for the study. The stadgntence the internal
validity by offering thick and rich description of the topic under itigasion (Cohen et
al, 2000). To enhance the validity, the researcher has to giveefalls of every step
and move taken during the project. The information regarding researchxtcoate
teachers, curriculum, learners, and problems faced in RemedialsiErgfhsses is
provided via pre-interviews. Group meetings captured the full record of EP wordcarri
out by the participants. The post-interviews provide insight into pghsicipants’
experiences and views about EP as an approach to teacher developmenletailed

description provides enough information to develop readers’ confidence in the
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authenticity (Maxwell, 1992) and trustworthiness (Bassey, 2002) dintiegs of this

study.
3.4. Data analysis

Analysis is a very crucial stage in which a researcherecaploy different analytical
methods in accordance with the purpose of the investigation and thendtdaal

(Kvale, 1996). The most common methods of data analysis in qualitasearch are
discourse analysis, thematic analysis, grounded theory. In additiomogtecommon
approaches of analysis are “categorization, condensation, nastticturing, deeper
interpretations, and ad hoc tactics for the generation of meaninglgK$996:181).
However, Miles and Huberman (1994: 9) suggest a common analyticebaapp

comprising of the following steps:
» Affixing codes to a set of field notes drawn from observations or interviews.
* Noting reflections or other remarks in the margins.

e Sorting and sifting through these materials to identify simidorases,
relationships between variables, patterns, themes, distinct difésrdretween

subgroups, and common sequences.

» Isolating these patterns and processes, commonalities and diéf&resed

taking them out to the field in the next wave of data collection.

e Gradually elaborating a small set of generalisations that ¢beetonsistencies

discerned in the database.

« Confronting those generalisations with a formalized body of knowledgigein

form of constructs or theories.
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Ely et al (1991) asserts that analysis of qualitative relseigrdargely flexible and
reflective process to be informed by the data itself. Howegsearchers are advised to
feel accountable for clearly mentioning their reasons for chogmnticular methods
and processes (Leiblich et al., 1998). Despite using any qualitatadgtical method,
Coffey and Atkinson (1996) stress the importance of writing crafiship,
representation skills, and reading of the works of others asatioputs to insightful

analysis.

In the present study, different methods of analysis were adaptatswver the research
questions. As mentioned earlier, there were two main tools of dataction:
interviews (pre-and post-interviews) and group meetings held in prease Il of the
project. They provided rich data to answer the research questiossrayg both
professional and academic purpose of the study. The pre-interviewsd skoth
professional and academic agenda and were conducted for three-foldepufpet to
achieve insight into ELT profession at the university, from thehieds perspective;
second, stimulate participant teachers to think about the issuexw) fdwe ELT
profession; third, serve as a starting point so that the researchlel evaluate the
significance of what was carried out later during the prbjeatv far the work which
was carried out during the project is significant and relevanthirELT profession.
The post-interviews mainly served the academic purpose by begdamiliar with the
views of the participant-teachers about EP as an approach tgptbfssional self-
development after they had applied EP for their professional develaphengroup
meetings which were the main and rich source of data servédttoprofessional and
academic purposes. The group meetings served a good platform foartiogpants’
professional development where they helped each other through discwesxl

suggestions. These meetings contained details of each piece esdapPch carried out
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during the project which helped the researcher to achieve hisramadjoal by
evaluating EP’s (research in the form of puzzles) contribution rtsvéhe ELT

profession at the USJP.
3.4.1. Analysis of interviews

In the present study, a thematic analysis method was employaddtyzing pre- and
post-interviews conducted at the beginning and end of the project. Accoodthgs
method, data is first closely studied to create and reccastgories and then themes
are generated, patterns are identified and differences are (ijedt al, 1991). In
thematic analysis, the researcher first focuses on catsgbbom which themes are

generated, but some start with generating themes instead of catelglyrietsa|, 1991).

The writer was the only coder in the whole process, but he involveitipants at
different stages for checking validity on the data analysis.shared transcripts of the
interviews with all the participants in the beginning before mowimg the coding
process. He then shared the summary and themes of his analybis ioterviews
before presenting the full analysis to all the individual pgrdicis. As a first step, each
interview was transcribed. The transcription of the recorded ot be a time
consuming and tedious process, but is considered a useful way to riaemyiaurself
with the data (Riessman, 1993). In addition, Bird (2005) considers trarstrgot
important step of data analysis in qualitative research. Aftanpteting the
transcription, the researcher checked the transcripts of allviswes against their
original audio recordings for the sake of accuracy. The coding price®nsidered a
main part of analysis (Miles & Huberman, 1994). In the second pltesepties were
generated from the data by identifying features of the datehwvere found relevant to
the research questions. The researcher made sure that the mnfgatiares of the data
did not go unattended. He thus used different text colours to identifydsaif relevant
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data. For example, he used brown for ‘Qualification’ (QL), andrgfee ‘Causes of
Variation in Proficiency level’ (CVPL). In this way, he produced @ldes in total
which represented opinions of the participants on different issues (see Appgndix B
In the third phase of the analysis, the coded data was organiz¢demtes. The total of
21 codes formed six themes (see Appendix D). Some titles of tiieshgere same as
the codes; other titles were developed by the researcheiiriadifferent codes under a
single umbrella.

First theme titled “Personal profile” consists of four codek, (Qualification), TE
(Teaching Experience), CETC (Challenges in Early TeachingeeCa PDA
(Professional Development Approaches).

The second theme titled “Variation in Proficiency Level” contdhree codes, CVPL
(Causes of Variation in Proficiency Level), DVPL( Difficplin Attending Variation
in Proficiency Level), WTVPL( Ways of Tackling Variation in Proficigrigevel).

The third theme titled “Large classes” was comprises ofetlmades, IALC (Issues
associated with Large classes), TALC (Techniques to addresgsghe of Large
classes), SAILC (Suggestions to address the issue of Large classes).

The fourth theme titled “ Some other issues facing ELT professiga$ developed by
putting together far related issues pointed out by the individutitipants such as
Negative attitude, Low level of confidence, Students do not know ianpmat of
learning English, Preoccupation in covering syllabus, Duration o$,cRsychological
barrier.

The fifth theme titled “Views about Curriculum” consists oftjus’o codes, AC

(Appreciation of Curriculum), CC (Criticism of Curriculum).
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The sixth theme titled “Suggestions to improve ELT profession isdRU8omprises of
three codes, TT (Teachers’ training), OS (Other suggestions), LDf(istmands).

After searching for common themes, the researcher enterethénphase of reviewing
them. Firstly, the researcher reviewed the coded data extantake sure all collated
extracts were logically connected and fit well into the dififé themes by forming a
coherent pattern. Secondly, the researcher reviewed the entresatato check the
validity of themes developed out of codes taken from the data. Innthlestage, the
analysis was presented by providing sufficient evidence from ttee eddracts in a

concise and interesting narrative form to the individual participants.
3.4.2. Analysis of group meetings

Group meetings in both phases of EP project were recorded. In phesgorts

(Appendix E) about all the participant-teachers were preparedtfrertranscription of
the recorded team meetings. The reports included the record @ardicipants’

attendance in the meetings, and their progress on their puzzleseddres on the
progress of puzzles by those who had left the project were preipaitbé researcher
himself, however, for those who had completed their inquiry into theizl@sizthough

the record of their progress was available in the transmmipdi the meetings, the
researcher worked together with each of the three partisipardevelop narratives of
their inquiry into the puzzles. The researcher provided the retededcripts of the
meetings to the participants in order to provide extra support.eBeancher monitored
the activity of narrative writing so that no extra informatiwould be added by the

participants in their narratives by comparing it with the original trapiscri

In the phase Il in which all participants worked together onsthime puzzle, the
researcher developed a summary of each meeting on the vergf dageting by
listening to the recording which was then handed over to all the parttsithree days

85



before the next meeting. The summary of each meeting included a rangigesfuaich
are present in the following chapter. In the second phase, the imgasrgonducted in
two stages; in the first stage teachers employed routichitepactivities, and in the
second stage, we employed a questionnaire (Appendix F) for daetiooll So for the
data collected via the questionnaire in the final stage of thisepivas analysed by

using the software package commonly known as SPSS.

Throughout the project, the researcher has been sharing the data andlysis with
respective participants at different timings so that the clsamfoenisinterpretation could
be minimized and reliability of the results could be ensured. lerotiords, the
participants have played an active role of the in the analysis of data. Eheiagalysis,
the full transcripts of coded pre- and post-interviews with a sugnofathe emergent
themes were shared with every participant-teacher to malee they accurately
represented their views and experiences. Apart from seekingadbperation of
participants in enhancing the credibility of interview results,rdsearcher assisted the
participant-teachers in developing narratives of their puzzleproyiding them the
transcripts of the group meetings. To ensure the validity of thiegtincluded in their
puzzles, the researcher rechecked what the participants wrdteeir puzzles by
comparing them with the transcripts of meetings to ensure thatipants had not
added new information to the puzzles. In this way, group meetings piosdmternal
check to enhance the trustworthiness of the puzzles. Thus, all these measutakenere

to ensure the validity of the study.

In order to seek the answer of the first research quddt@nfar does this project abide
by the principles of EPthe researcher evaluated the work of all participant-teache
the light of EP’s six principles and two suggestions (Allwright, 200 analysis

model is adopted from the way the six principles and two suggestiensresented in
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literature review chapter. The six principles and two suggestrenprasented in three

headings on the basis of their proximity, and relation with each other.
1. Put the quality of life first to understand language classroom life.

2. Involve everybody by bringing people together so as to work for mutual

development.
3. Make the work a continuous enterprise by integrating research into pedagogy.

The second research questiolVHat is the contribution of EP in developing
understanding about the issues faced by the ELT profession at the US3&KE to
understand the significance of EP as a form of practitioner redsés answered by
evaluating the contribution of EP research carried out by thieipants in the form of
puzzles. The researcher evaluates how far these puzzles weess$uicin addressing

issues facing the ELT profession at the USJP.

The third research questiolVhat is the significance of EP as an approach to teacher
development in the context of the USJP?Mmainly answered from the results of post-
interviews conducted twice in the project by those who left ha¥f, wad those who
continued until the completion of the project. To answer this researdtiagyethe
researcher evaluated the significance of EP as an approacltherteavelopment in
the light of the experiences and viewpoints of both participants wharidfthose who

completed the project.

The fourth research questidiVhat is the contribution of this investigation to our
thinking about EP/research about EP&’ not more than just thoughtful reflection and
deliberation on the process and procedures of the project. It's purpa® offer

guidance to other teachers who may want to carry out an EP pmjectdertake the
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principles of EP in their teaching. In addition, the researchetsm@ share findings

with other EP practitioners in different contexts.
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Chapter Four: Data Presentation and Analysis

4.1. Introduction

Since the EP project comprises of two phases, the results opleash are presented in
separate sections. The researcher presents data in theioriflr to one in which data
were collected for two reasons. Firstly, the reader may gdea idea of what is
included in this chapter without breaking the flow of the narrativeoi@#y, to put
things in a logical order, there was no room to change the oraktafin which data
were collected except changing the order of post-intervievexeftheless, the order of
post-interviews results was not changed because of its sk to answer the third
research question clearly. In addition, it was more essentiahderstand individual
views of every participant with respect to the work they cdroiet in the project. So,
the results of post-interviews are presented in the order in which theyenehaécted so
that the reader could better understand the individual views of theipants about EP
as an approach to teacher-development in relation to their leeglgalgement in the
project. The researcher also finds it convenient to discuss andrahswibird research

guestion while referring to related data in the fourth chapter.

Thus, the chapter starts with presentation of pre-interview resattducted at the
beginning of the project. The pre-interview results give a desuripaf the ELT
profession at the USJP. It then reports on the progress of eaciduadliteacher who
participated in the project by attending group meetings in phase Haftaeollected at
the end of phase | present post-interview results of those partisi who left the
project half way or were unable to continue to the next phase. The phsesgion

includes a summary of all meetings; these summaries includgelsdetbout the
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discussions and decisions taken, investigative procedures employed taaahalgsed
throughout the inquiry in the phase Il of the EP project. At the etiiso€hapter, post-
interview results of the participant-teachers who participatecdboth phases are

presented.

As already mentioned in the previous chapter, there was a fide@urpose in
conducting pre- interviews at the beginning of the project. Firgthyas necessary to
receive insight into the ELT profession at the university froentéachers’ perspective.
Secondly, pre-interviews which inquired largely about issues fab@&LT profession
may well stimulate participant- teachers to think actively aBallit issues at the USJP.
Thirdly, there was also an academic purpose in doing this. Thimtpreiew results
serve as a starting point so that the researcher could evilaagggnificance of what
was carried out later during the project. In other words, the rsacan see how far
the work which was carried out during the project is significadtralevant to the ELT

profession as described by the participants themselves.

In the first section of this chapter, the analysis of daim fpre-interviews presents a
personal profile of each participant’s qualifications, durationeatling experience,
and his/her early recollections of their teaching career, and existoigetedevelopment
approaches being employed to professional development. It asdhésissues and
problems as identified by teachers in pre-interviews, and ag@baches, if there were
any, were being adopted to solve these issues. The teachers’ afmmt the new
curriculum are also presented here. It also mentions the suggeagtiendy teachers

to improve the ELT profession at the University of Sindh.
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4.2. Personal profile of teacher-participants

The actual names of the teacher-participants are not displayeddect their privacy,
thus pseudonyms are given below. It is also necessary to mentiothéiteseme codes
are used while citing quotations from the interview-transctiptsughout this chapter.
The codes are used to identify interviewees and page numbers fram guwtations
are taken. For example, in code “001:01”, 001 identifies an intervieweeO&and
identifies a page number of the transcript. This coding process helpeahaging the

process of data analysis.

42.1. MrHameed

Mr. Hameed has an MA English (literature) and has four yedesohing experience at
the University of Sindh. He joined the profession without any praeseteachers’
training programs. During his early teaching career, he hada® & great deal of
difficulty. The first six months of his career were like aldrage. He had to struggle a
lot to cope with teaching as how to prepare for class, make lessminglamaintaining
discipline, and teaching to large classes. Recalling the dayly of his teaching, he
remarks: “First class was like that | was empty atisching for 20 minutes (he
laughs)....now by the grace of Allah, | can take two hours class. i$h®w the
experience has taught me” (001:01). In absence of any forasarice teachers’
support programs in the department, Mr. Hameed relies on learamghis experience
to become a good teacher. According to him, it took him almost six sitmteel some
confidence in him as a teacher, and perform better in the cl&ss. his professional
development during the early period of teaching, he relied on rejetiwi some books
(he did not mention the names of these books) and occasional support fiiom se

teachers.
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4.2.2. Mr. Sangi

He is the most experienced participant in my project with fonryears of experience
at the University of Sindh, Jamshoro. He holds an MA (English Litesptand a
diploma in ELT. He is the only person who believes he did not havprablem when
he started his career. Recalling the early period of heecahne said he was asked to
take an English grammar course. Since he was very sound in graeaciaing, he did
not find any difficulty in teaching it to his students. For teaglgrammar, he followed
the traditional grammar translation model which his teacheswbken he himself was
a student. According to him, it is a common belief that ‘if studkntsv the grammar
they know the language” (002:03). He felt confident while teaclkinglish to his
students because he was quite good at teaching grammar. Howdvad, theface some
problems, classes were too large and he had to devise classrodgtiesetinich were
not available in the course books so he had to print handouts himself aticrget
photocopied for his students. He could not continue this way as it wassesgdor
him. Therefore, he had to depend once again on the blackboard and chalielibeae
were the only facilities available in the class. Thus, he wouité wn the blackboard

and students would copy from it. This way of teaching and learning took a lot of time.

His professional journey marked a shift from the traditional grammethod to a
communicative teaching method after successfully completing a dipliomCLT
(communicative language teaching). Before studying for the rdglohe taught
grammar to students in the class, but then he changed his approach and stagedarra
communicative type of activities. According to him, “..... this washhsic source of
improvement in my own teaching that | used communicative esesr¢n the class and

thus could motivate the students also and interact with them in a better way” ( 002:03).
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4.2.3. Mrs Komal

She has four years of teaching experience at the Universiindt.Before joining the
university, she used to teach at secondary level in a private séitholugh she has an
MA (English Literature) which is a prerequisite to becomeagtier at the university,
she regrets that it is not a relevant and useful qualificatioth,wvashes to get some
qualification in ELT. While recalling her early experiencetlet University of Sindh,
she says she had faced a great deal of difficulty in tea¢thiagcombined class (large

class) consisting of students from various departments, she says,

| was in a complete shock as if | was speaking to the worloiseten a
single word of my language was understood by the students. For that,
unfortunately, 1 had to go for language translation method explaining
some of the words in Sindhi, some of the words in Urdu. So | had to use

three languages for teaching them (003:01).

For her professional development, she learnt from her surroundind)ibly 8he meant
adapting her teaching style to the needs of her students. She dbdesses closely
before adopting her teaching style. For example, she developedoassane for
serious students and becomes friendly with those who wanted her teximefland
easy going. Keeping in view the nature of the class, she eatptiferent strategies in
different classes. She spoke in English in Management Sciende Mass
Communication, and had to resort to the Grammar Translation Method iinzam

classes where students did not understand English.

4.2.4. Miss Shumaila

She has an MA (English Literature) with two years of tesghexperience. She

acknowledges that although an MA (English literature) is aguaisite qualification to
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become an English language teacher in a university, it is ahilughen someone starts

his/her teaching career. She says,

..... | had literature background, when | came to teach languagasit
quite new field for me. Language was not the problem, but how ¢b tea
it in the class was. So like in the start, of course, even right iidw
think about myself, then | will think if | get some workshops, like
seminars, teachers’ training programs like how to teach English
language. So | was void of such things, because we have backgnound

literature (004:01).

For her professional development, she worked as an apprenticethmdglidance of a
senior teacher in the early period of her teaching career. Waukishgy the guidance of
the senior teacher, she learnt how to teach, and developed teachs)gyekito know
certain methods, and learnt a few tips to handle students. Accoadiner.t all that
helped her develop as a good teacher. Despite working under the guwéiimeasenior
teachers, she still had to face difficulty in teaching tgdaclasses with students having

varying levels of proficiency.
4.2.5. Mr.Shoib Shah

Shoib Shah holds two degrees: MA (English Literature) and MAg(listics).He has
been teaching at the University of Sindh for the last two yé#rsstarted his teaching
career by teaching to secondary level students in a wellegpuivate school in
Hyderabad after successfully completing his Masters quatiifics. He believes he had
learnt a few techniques and strategies from his past teactpegence at school level,
but teaching at university level was an entirely different egpee. He recalls his early

teaching experience at the University of Sindh as “catastrdphiof challenges, and
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uncertainties.”"He says he was always short of confidence, umcab@iit how to teach,

felt nervous before going to class. Recalling his early teaching carbeliéees:

.... | would say training is fundamental...as educator must be educated
before educating others...so a teacher must be trained beforenteachi
...its (teaching) a science, teaching is almost like a scieveaeed to

be trained, It is very important for the teachers to be trained tbo
conduct large classes, how to carry on the lessons, how to teach any

skill........ (005:02).

While being asked how he worked for his professional development, hendbes
specify any technique or familiar pattern. However, he says he works on hikemisia
reflecting on the errors. He believes that the practice lefctefg on his mistakes helps
his professional development. He thinks he still has many flaws in his teacklithg &

working towards improve them.
4.2.6. Miss Ishrat

She has an MA (English literature) and has four years chimg experience at the
University of Sindh. While recalling her early teaching expegershe was uncertain
about many things that she did in the class as she did not know wiwbidteshe did
was right or wrong, so she had to struggle in the beginning ofaneercin absence of
any guidance or assistance for newly appointed teachers. Sineemaigmo specific
syllabus when she joined the Institute of English Language é&rdtiire, she had to
prepare the class activities by reading and referring toyrbaoks on language learning
in absence of any defined curriculum. Now she feels she has ssamtich from her

past experience that she now feels comfortable while working as a teacher.
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While talking about how she worked for her professional self-development, shéasays s
learnt while teaching. To her, experience is her best teachbough she claims that
her past experience had helped her understand students, their behadipayche, and
gain knowledge of learners’ problems, she does not specify amgrrpdahat she

employed in her professional development.
4.2.7. Miss Sumera

She holds an MA (English literature) and has been teaching Englisiniversity
students for two and a half years. While recalling her eadghing career at the
University of Sindh, she says she had a terrible experiencaatfitg a combined class
consisting of students from 12 different departments. So she stiugdlet at the
beginning of her career at the USJP because she was tytoge with issues such as
large classes, students with varying level of proficiency andipfiizary problems.
According to her, the sort of experience which she had gained wbileng in another
university before coming to the USJP proved not to be useful for hetescher. So
she believes every newly appointed teacher who joins the USJP &leogiden some
training in how to deal with large classes, how to maintain mlise, and to teach
English to students with varying level of proficiency in Englisim addition to offering
pre-service teachers’ training, she suggests developing ayhaatlhnspiring working
environment in which senior teachers should help inexperienceceteanhtheir early

career development.
4.2.8. Mr. Ab. Wahid

He holds an MA in English literature and an MA in Linguistics. He has beegkiivg as
a tutor at the University of Sindh for the last three years.h&tl some problems at the
beginning of his career. He had to struggle to become a teiactiex absence of any

formal support from colleagues or in-service training programscalng his

96



experience, when he was asked to take large classes coneis25§ students, he
found himself completely at loss while facing a crowded clagsvéice did not reach
students, and he was unable to maintain discipline in the class. HpWwe\zelieves he
has learnt certain things from his previous experience whictugiee helpful for him to
teach such large classes. He believes his MA in linguistisshelped him a lot during
his teaching career; the TESOL module was practically tlelpfmany ways which
helped him in his career development. On being asked how he workedsfor hi

professional development, he remarked:

‘....sir, when | go to the class. | there feel that | should be a gauhér
or the best teacher in the eyes of students as well as inyélseoé
authorities. Second, | myself try as well striving for thesegi When |
have got free time in my home | study good books regarding ELT as well
as some of the English stuff. It is very useful for me asaxhter

(008:02).
4.3. Issues facing ELT profession at USJP

The ELT profession at the USJP does not only have teachemshgrassue but it has a
variety of other issues as well which include large clagses background of learners,
unavailability of resources, the negative attitude of learnerarttsMearning English,
lack of research and inquiry, poor management, and other disciplasaigsi Some of

these issues raised by teacher-participants in their pre-interviewys/an below.
4.3.1. The poor background /varying proficiency levels among USJP learners

The issue of differing levels of proficiency among USJP graduates the one most
highlighted by teacher-participants. Some participant-teadiedieved that variation in

proficiency level has been one of the main hindrances in teachifgethedial English
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course. In the following sections, | present views of the partitifgachers about
variation in proficiency level among learners in a Remedmgligh class. The teacher-
participants spoke on the causes of variation in proficiency, and the diffichkig$ace

in teaching Remedial English, and ways they tackle these issues.
4.3.1.1. The Causes of variation in proficiency level

There may be different causes of variation in proficiencyllefdearners. However,
five teacher-participants mentioned only two main causes: poor sujpa@old rural and
urban location of learners. Four teacher-participants thought thasgoooling is one
of main causes of variation in proficiency level among learrMegority of students
who get admission at the USJP receive their education in pubtar setiools which
are almost dysfunctional due to mismanagement, corruption, andsmesttconsidered
in the appointments of teachers. One participant mentioned that lEmggishers in
public sectors schools are not qualified teachers. That is anothertamt reason that a
majority of students who spend considerable time in learning Bnafiheir previous

schooling, do not have basic knowledge of English.

One teacher-participant thought that rural-urban location plus -soomomic
background of the learners are main reasons for their ioariat proficiency level.
There are better private schools in urban areas and the stwdentselong to rural
areas have to rely on public sector schools. Thus, those students widraomurban
areas have better background knowledge of English as compared to thoserméio
from rural areas. In this way, the wealthier class canrdffi@tter schooling for their
children in the private sector and can afford home tuition far tteldren as well.
Whereas, lower middle class students seek their whole educatipobht sector
schools and have a little background knowledge of English. In this dregee

participant remarked: “in a class we have always got theangtoup, some students
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from urban areas, they are quite good at language but those whdroomeral areas,
they are not so good so this problem of putting the two groups togethetirses
creates the problem, because there are some students who ajwayhe class to go

ahead in advance, while the others lag behind (Sangi: page: 05).
4.3.1.2. Difficulties in dealing with issue of variation in proficiency level

Differing levels of proficiency among learners createreag deal of difficulties for

teachers in various ways. All the teacher-participants agrexdeach other that they
could not keep tempo due to varying levels of proficiency. They taebange their

strategy in order to accommodate all levels of students. Emplaiferent approaches
disturbs their classroom management. One teacher said whernrd spae extra time
to help low ability group of students by repeating the informationother students
with a stronger background lose interest and complain. In cgnénasther teacher-
participant said when he treated all students at same levehabeto face the
dissatisfaction of those with a poorer background. In this way, éeafind themselves
on horns of dilemma, and had to vacillate from one strategy to kiee i order to

accommodate students with varying level of proficiency.
4.3.1.3.  Ways of tackling variation in proficiency level

Teachers adopt different ways and means to tackle these iSkeasost common way
was to approach students personally, give them individual attentionpcdwd with

problems through motivation or start from the basic level, and stahing them the
basic skills to push low proficient students to attain the leveltloér students in the
class. Two teacher-participants claimed to apply some of the teatackle the issue,
but were unable to describe particular steps or actions thatabky®n being asked
how they tackled the issue of varying level of proficiency, theigy@ant- teachers

described different ways, some of which are mentioned below:
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| tried to start with zero (from basic level) by explainitimgngs more
vividly. To some extent, task is done, but not completely done. The

problem remains the same as usual (Shoib Shah: page 02).

Sometimes, we have to give special time to a candidate, whondbes
understand the things that the rest of the class does understanth&o in
way, it's difficult to manage or control all those different mirdss In
30 or 45 minutes, | do activities in the class as all students tvi
different levels come together and let the low proficiency lsuadents

grow out of this environment (Ishrat: page 03).

What | have to practically do is to explain to them things moderaore,

again and again. Then they are able to catch up and cope up with that of
the students of the higher level. Basically, the materialmesgiven to

all types of students, some students can do these exercise oowtheir

But others are there, which (who) need these explanations again and
again, | need to go to them, talk to them, give them examples, and then to

some extent , they are also able to do these exercises (Sangi: page 05)

The variation in proficiency level is a bitter reality whisghrooted in prior schooling of
learners. There is no denying the fact that it poses a sgnobem for teachers in the
smooth running of the Remedial English classes. However, no seffotts have been
taken by either the teachers or the university authorities tessldnis issue properly.
Teachers have been dealing with this issue in a unilateral method which is teasspare
extra time and give special attention to the low ability growpstart from zero level to
pull everyone along in the class. However, while trying to del this issue, teachers
will have to face other difficulties such as they are unableotoplete the course on

time, or when teachers devote extra time to help low ability groups of studentsher

100



students with a stronger background lose interest. So, teacherth@mapromise on
attending to the issue of variation in proficiency levels. Although, usityesiuthorities

cannot address this issue at the grass root level, they cdverdgo a large extent by
introducing different English courses to accommodate learnemsvarious levels of
proficiency. University authorities can also arrange some shartirtg courses for

teachers on how to deal with this issue.
4.3.2. Large classes

As part of ELT reforms starting from 2005, the USJP authomieposed to divide the
large classes in sections; however, it has not been possible ynirstéute due to the
unavailability of classrooms in some departments. Thus, therélbvery large classes
amounting to more than 200 students sometimes. In this regard, Saagiedninow
the difference is there after the introduction of Remedial Elnglh some extent, the
classes are smaller though they are not to an ideal level : (i&ge this way, there is
no uniform number of students in Remedial classes in various departrhargye
classes pose a variety of problems in Remedial English. Tepatarpants reflection

on the issue of large classes in presented below.
4.3.2.1. Issues associated with large classes

While dwelling on the issue of large classes, all the partigpagteed that in the past
the classes were too large. In this regard, one participanthsdithtge classes looked
like political gatherings. He further maintained that this pnobtd# large classes has
been solved to some extent because the classes are small&h, énet 80t to an ideal

level. The teachers still face a variety of problems inelargsses while teaching the

Remedial English course, which are mentioned below:
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Due to many students in large classes and class duration obQust
minutes, teachers have to face the difficulty in carrying oatudisions

or arranging presentations (Shumaila).

The issue of mixed ability groups is common in every class, but it
becomes more acute in large classes where it is quiteudtiffior
teachers to offer individual attention to the students of lower levels

(Wahid; Sumera).

The atmosphere of rivalry and antagonism is a by-product of oeahbi
classes. Combined classes are main reasons to have largs.classe
combined classes, students who come from various departments do not
get on well with each other, and thus develop unfriendly feelingsrier

another which affect the overall environment (Shumaila).

Large classes become difficult to manage, and it becomes diffcoul
teachers to maintain the decorum, which bring about some disciplinary
issues such as noisy classes, lack of interest among studeabs; ri

(Komal; Sumera; Hameed).

AV resources are not available in all classes, so a téadbeture is not

audible to students in large classes (Hameed; Wahid; Komal).

Submitting assignments is part of exam assessment in thediRéme
English course. So every student submits assignments, which é&com
quite difficult for teachers to assess assignments of all #side large

classes (Shoib Shah).

Individual class presentation is a very common practice in Remedial

English classes. In large classes, it is not possible for teachemvicdll
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willing participants to present. Keeping in view the time ljntle
teachers will have to pick a few individuals for class presemtabn this
way, those students who do not get a chance complain and grumble
against this attitude and blame teachers for prioritising somenssualed

ignoring others (Ishrat).
4.3.2.2. Techniques to address the issue of large classes

The teacher-participants listed a variety of problems theyrdlyr@ce in large classes.
However, half of the teachers did not specify any specifitegtyato tackle the issue of
large classes. Four of the eight teachers mentioned that thegddaopy one method
to address the issue; that is arranging pair work, and holding groupsist In so
doing they have to face other key problems. Two teachers saidttieey the issue of
large classes by conducting group discussion or group work but thday daes not
work well due to unsuitable material in the course books and unavaylatfiliAV
resources, and overhead projector. One participant believes tretom rehy pair and
group work does not go well is variation in the academic backgroundaofeles.
According to him, if a group or pair has got learners with midaitity, then it does not
work well. Some students are very strong and others are qlote thee level so much
that they cannot speak English or understand the activity. Asudt, rdeey remain
inactive. In this way, the group or pair work fails. In addition, oneigpaint also
highlighted that group or pair work do not work well in Remedial Engliabses due to
seating arrangements and shortage of space. Seats are fixesdvanwhich are
immovable and the class is usually packed with students. Studentst éarm a group
in order to work with each other; they can only work in groups while bssated in

rows rather than in a circular form. One participant mentionedithaminutes which
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is the duration of a class, is another hindrance in succesaftdiiyging and completing

group or pair work activities in large classes.
4.3.2.3.  Suggestions to address the issue of large classes

On being asked, teachers offered a few following suggestions fioedmte solution of

the above given problem.

Timings of the class should be increased (Shoib Shah).

» Classes should be spacious where seating arrangement could beananag

easily (Shumaila).

* An audio sound system should be made available and an overhead

projector should replace a blackboard (Hameed; Wahid; Komal).

* More teachers should be employed to solve the problem (MK Sangi).

e Six participants out of eight demanded that the number of students in

class should not exceed 40.

As part of the ELT reforms in 2005 at the USJP, the issue of large class&slweaisto
some extent. However, since then no efforts have been taken &ssdis issue on a
regular basis in view of the fact that there is alwaygaifstant increase in number of
student admissions in each new academic year. Since 2005, the numberdeots
have increased three-fold, but no efforts have been taken to constwuctasses and
hire new teachers. In addition, the approach, teachers use towaressauylthe issue
of large classes does not seem to be very useful, as they ytbyswlve the issue by
arranging pair work and group work. They themselves admitted tivatpeé group
work do not work well due to other problems. Thus, it seems as icshe of large
classes cannot be resolved until serious efforts are takemebyntversity authorities

and the teacher community together.
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4.4. Some other issues faced by the ELT profession at the USJP

Apart from the issue of large classes and varying levelsafic@ncy among the USJP
students, the teachers also raised certain other issues. Tégse elp us to gain

insights into other problems that the ELT profession is currently facing biSbe.
4.4.1. Negative attitude

Ishrat pointed out the issue of negative attitude of learners dewearning English.

According to her, the negative attitude of students towards hgpEnglish means that
they do not like to learn English, but attend the Remedial class intordass the exam
with good grades. Students’ priority is to achieve good grades thtreunderstanding
or learning English. The participant strongly believes it matt be possible to achieve

success without changing this attitude amongst students.

4.4.2. Students do not know the importance of English thus they don’t tak

interest in Remedial English

Hameed supposes that students do not take interest in English beegude not know
its importance. According to him, the learning situation in Rerhdeinglish cannot
improve until we (teachers) are successful in convincing leathatdearning English

is very important in their career development.

4.4.3. Low level of confidence among the students

Komal mentioned that lack of confidence/belief in self among é&araffect negatively
on the overall performance of students, in particular, those studéotsome from
rural areas. According to her, to improve ELT conditions, teachexddtry to think

hard about how to develop confidence among the students who come from rural areas.
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4.4.4. Teachers’ preoccupation with covering syllabus

Wabhid believes that teachers remain preoccupied with covering threedoowks which
diverts their attention from real issues. They seem to jussfoa covering the course

books rather than understanding the problems of learners
4.4.5. Duration of class

Fifty minutes class duration was one of issues raised by aritgyapf the participants
who pointed out that, it is very difficult to carry out classroorivdies such as pair
work, group work, or other interactive activities in Remedial Ehgliasses within the

time constraint.
4.4.6. Psychological Barriers

MK Sangi pointed out the issue of psychological barriers aaia hindrance learners
face while acquiring English language. He himself was noequéar about what he
exactly meant by psychological barrier. He says it is \dfffcult for teachers to

explore this problem which can take a long time to overcome or address.
4.5. Views about the curriculum

As mentioned in the first chapter, for the first time in theonysof the university since
its inception in 1948, the name of the course ‘English compulsory’ e@aced with
‘Remedial English’ in 2002, and a new curriculum was introduce@0@5. In the
following section, the views of the participants about the latestalum are presented

below:

Six out of eight teacher-participants appreciated and admiredutheutum as more
effective for both teachers and learners, two participantgizatl it as unsuitable for

the USJP, and one disregarded the importance of the curriculum, aadd#Ehmot to
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have a fixed curriculum as it does not help in improving the ELT donditat the

USJP.
45.1. Appreciation of the curriculum

While lavishing the praise on the existing curriculum, one of thehtggparticipants
remarks, “There are grade types of exercises in the book, they arefmbbubefor the
students but we also learn from these exercises. There atetiosts given on how to
use the piece of text, which helps to devise more activities opakiatn” (Sangi; page
02). Sangi meant that the exercises in the beginning are sangleasier and move
towards the difficult exercises. Hameed said that books are notisetyl for learners
but they provide enough guideline on how to teach the material insid®dks which
makes the task easier for the teachers and we (teacher§} beloe from following
instructions on how to teach different units given in every section.d\shlsired almost
the same opinion by saying that the nature of the course books rap dumf-
introductory with guidelines given on how to carry out activities hélips in his
professional development. Shumaila finds many merits in therexistiurse, such as,
it is an activity based and functional in nature, and is self-eafday compared with
the previous course of compulsory English which focused mainly on tlitera
However, she finds some difficulties in covering some parts osedawoks in absence
of audio and visual aids. Sangi said that due to the nature of course theoleachers
are impelled to adopt a task-based language teaching in whidereare exposed to
real-life language by providing genuine opportunities for leanwepsactice English in
classroom which was almost non-existent in the past when he theghitl curriculum.
Sangi also agrees with Hameed, Shumaila and Wahid that the toalse are self-

explanatory.
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4.5.2. Criticism of the Curriculum

Being critical of the course books, Shoib Shah remarked thewum is idealized
which does not match with the contextual realities at the Ui, as, very large
classes and different proficiency levels among learness dlass, lack of equipments
such as audio visual aids, and unsuitable materials in the course bookdiAgdo
him, though it is claimed that the course books are based on CLT balioser
inspection, they are not really based on CLT. He argues timigh the syllabus
(curriculum) has been changed, there is no change in teaching methodahagy
teachers teach in the traditional way in which they spend muowh lgcturing rather
than creating interaction (interactive class) between studerdsstudents and between

teachers and students.

Dwelling on the importance of course books, particularly efficatyhe Remedial
English syllabus, Komal believes that the course books are not impo8ece she has
taught both the old and new curriculum, she does not find considerableraienethe
effects of two different curriculums on the learning outcomestuafents. She criticizes
the concept of a fixed curriculum in the face of variation inipiericy level of learners
S0 one size cannot fit all. However, she admits that there mustsimgle curriculum
but that should be somehow flexible as teachers may be ableptitatdathe needs of

their learners.

The majority (6 out of 8) of participants appreciated the new curriculum anidiets
it to be better than the previous one because they found it useful folehaters and
teachers themselves. The course books are activity based and providaropg®ifor

learners to practice language. Teachers seem to receivehegoigigince on how to
teach the books which helps them in their professional development. Theataami
was accompanied with criticism of the curriculum being unsuitidsléhe contextual
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realities of the USJP. Over all, the majority of teaclveese appreciative of the new
curriculum. The reason may be that they would have compared it withréh@us
syllabus which contained English poetry, essays and some novelsagadpt a book

of traditional grammar. Thus, their views should be taken in the mrspeof
comparison of the new curriculum with the old one. Otherwise, one participant who said
that curriculum is not suitable for the ground realities at ti8&JRJ may be right.
However, we take for granted the views of the participanth@onéw curriculum until
some special study is conducted to assess the efficacy afetmecurriculum in

Remedial English classes.
4.6. Suggestions to improve ELT environment at USJP

There were different suggestions given by the participants, buhelparticipants
reiterated the need for teachers’ education and developmentmpeodrathe sections
following, we will first describe the views of teacher-papamts about teacher
education programs in the USJP, and then enlist their suggesti@msfgnimproving

ELT conditions in the university.
4.6.1. Teachers' training

All of the participants believed that pre-service training shouldrbeided to all new-
comers in the profession. According to them, a newly appointed teabletreaches
without pre-service training finds him/herself in a very diffiatid confusing situation
until s/he learns to teach (learning from experience) over te tpng period. Many
teachers, as mentioned in the beginning, revealed that theyfleanntheir experience
and believed if they had received pre-service training, they waad been on a better

track from the very beginning of their career.
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Teacher-participants also reiterated the need to have regus@rvice teachers’ training
programs for their professional development. Some teachers warttadetshort term
workshops on particular issues. For example, how to deal with laagges|, and what
are the psychological barriers among the students that they dnle tm&earn English,

or how to deal with the issue of variation in level of proficiency.
4.6.2. Other suggestions

Ishrat believed the most critical issue is the negativkudét of learners towards
learning English and if this is addressed quite well, therenigh possibility of
improvement in the ELT profession at the university. She sugtiestsllowing three

ways/steps to tackle the issue:

1. Teachers themselves should change their attitude and must béatear
their job is not just to complete the syllabus (curriculum) but &ixem

sure that learning takes place in their classes.

2. The Remedial English course should be non-creditable as students may
feel more comfortable and focus on learning rather than just tiginki

about getting a good result in the exam.

3. Teachers should try to create a very friendly and healthy amaint,

and participate in the class as a learner rather as an authoritarian.

In order to achieve the above goals, she insists on carrying oettoal efforts
involving all concerned: teachers, learners, and administrativeatdficThe students
should be offered a platform to share their issues with the tsaghdradministrators,

and collective efforts should be taken to attend to the problems of learners.
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Komal, while suggesting some improvements in ELT profession at thesraity,

disregards the importance of the curriculum, and even the teatéetfg According to
her, it is critical to understand the problems of learners. Stutients psychological
issues; they are either upset, overconfident or have no confideatie $he therefore
suggests that the first month of each session should be spent intameofathe

students, and efforts should be made by the teachers to understaedsiganoblems.
Otherwise, there is no possibility for positive change in thehtegcand learning

environment.

4.7. List of demands

In addition to offering some suggestions, the teacher-participants tinadellowing

list of demands to be met immediately by the administration or concerned authoritie

Technological help such as providing AV resources.

» Soft boards should replace the blackboard.

* Repeated failure of electricity should be addressed by provatdamgiby

generators.

* The classrooms should be air-conditioned because the sound of ceiling
fans during summer hinders teachers’ voice from reaching out to the

whole class.

* The institute should provide a language a laboratory, and library with

appropriate books and language learning games.

* Number of students in a class should be 30 or at the most not more than

60.
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4.8. Individual reports about participants’ progress in the Project

In the following section, | present a report about each individuéicjpant who was a
member of the EP project. The progress report of each indiviteraber is developed
from analyzing each group meeting. The story of each pamicipay depend on the
following: their personal circumstances, level of interest and stateting the
principles of EP, and concern towards their professional development, abpuzzle
(difficult or easy), and variation in the dedication, and feelingsnotivation and
frustration arising while working on the project. However, group mgetare used to
tell the story of how each individual progressed in the project, whatle he/she
picked, and their progress are presented below. At the beginning skthtien, | am
presenting individual progress reports of those who could not completerteiry

into their respective puzzles.
4.8.1. MK Sangi

MK Sangi who attended just the first two meetings of the prajante up first in
picking his puzzle. He was concernglly students did not come forward to participate
in the class It seems he was already concerned with this issue, and fourad BP
platform to conduct inquiry into this issue. As soon as he picked theepimezktarted
his inquiry. In other words, he was very quick in picking a puzzle ancssidg it. In
order to address his puzzle, he first tried to discover theonsasnd causes why
students did not patrticipate in the class. He realized througdttiefi that one reason
may be that he prefers individual students who answers all hssi@ueso quickly that
other students do not have a chance to take their turn. At the statid, he convinced
the student not to participate so that the other students maylgahee. In this way, he
witnessed some progress from other students, and wanted to fumtbetigate this
issue. However, he did not attend after his second meeting.
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In a short period of time, MK Sangi was very quick in picking his puanld solving it.
While conducting inquiry into his puzzle, he seems to have departedieessential
principles of EP. His approach has been more towards solving probteer than
putting “quality of life” first which may be why he went aight into solving the issue
without “understanding language classroom life.” His approach to sxithre issue was
single handedly carried out by him via personal reflection withowtlving anybody
which is against the spirit of EP which emphasizes the leaingdvement. In this
way, it is clear that MK Sangi’s inquiry into his puzzle did fadkow the principles of
EP. There may be two reasons why his inquiry was not accormlitige tspirit of EP;
firstly, he seems to have already been pre-occupied witlistus and approached it in
an arbitrary way without trying to undertake the principles ofdtfé, second, he could
not understand the principles of EP because he stayed for a shortgbeiioe with the

EP group, and therefore was unable to apply them.
4.8.2. Komal

Komal who also attended just two gatherings made her mind to work amcheg the
level of confidence among her students. She was one of the most estibhusemnbers
of the group. She participated quite freely, and was generous g guiggestion to
other participants. For instance, her suggestions to Ishrat showsti¢hzd developed
a good understanding of the principles of EP. However, she strugghextkimg on her
own puzzle. Komal made up her mind to work on the confidence level students.
For this she stated she would help build confidence of those who kaa#t halance the

confidence of those who are over confident.

Komal had already identified the issue of confidence level antemgstudents in her
pre-interviews. So, she picked that as a puzzle in order to adtréss the second

meeting, when | asked her how she would identify over confident, anddafident
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learners, she replied that the face of student showed whetherstmmfaent or not.
All that indicates, she was proceeding to approach the issue witlemaioping
adequate understanding. After the meeting, she did not reappear.nfdnebe different
reasons; maybe she left due to the complex nature of her pubiib she found
difficult to cope with, but in her post-interviews she said sliedecause she was
unable to concentrate on her teaching while attending group nsfetorging on the

project.
4.8.3. Sumera

Sumera attended three meetings in all. She struggled alot in piakirappropriate
puzzle. She came up with different types of issues which werertaal to be covered
within the given time of a semester. All these issues wengped after her discussion
with me and other group members when we discussed the mecharegproching
these issues. After a long time, and her frequent personahgeeand discussion with
me, she seemed to have picked an appropriate puzzle “why studentst agady to
participate in group activity.” She picked this puzzle in the thiegting, and then she
could not continue because she had to prepare for her selection boaedtasied in

her post-interview.
4.8.4. lIshrat

Ishrat was a unique case who attended all the team mebtihgsuld not make any
significant progress on her puzzle. In her puzzle, she wanted to theklssue of
variation in level of proficiency among her students. She had beegglatg to
approach this issue due to its complex nature and suggested differpasals which
were either not possible or were abandoned when she could not makespoogttesm.
In her fourth meeting, she decided to conduct a test to idenéfproficiency levels of

the learners in her class. While conducting the test, she &led Esarners to include
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their personal information such as rural/urban location, private/publantng, gender
so that she would become able check the results, and will monitor how the
performance or proficiency in English relates to their schootjiegder, and locality.
The positive aspect was that she used a normal routine teacttingy aas an
investigative procedure for her inquiry, but this stage did not sedra keading her to

further inquiry into her puzzle.
4.8.5. Mr Shoib Shah

While working as a member of the EP group, Shoib Shah was strugglisgleict a

puzzle. He finally made up his mind to investigate why students ta@vk mterest in

the reading unitTraffic Nightmare compared to theAge of Probat This puzzle

developed out of his perception that students seemed to be lesseadtérdsie second
unit ‘The Age of Probot’ as compared to the first unit ‘TraMightmare’. He supposed
that the first unit, having familiar topic of traffic problem,suaore popular among his
students. On the other hand, the second unit which dealt with the unfaopl@about
Probot, was less popular especially among those students who comeufabrareas,
and were educated in public sector schools. Mr. Shoib’s supposition wingbd
when one of members in a meeting disagreed with him and argateldet believed that
students likedAge of Probotnore thanTraffic NightmareThis served as an impetus for

him to inquire more into this issue.

He decided to utilize student assignments as a tool for daectomil. Assignments are
part of the assessment, carrying five marks for each modalacim semester. He gave
the students an assignment to explain the reasons why they do rnibelikeits:Traffic
Nightmare and Age of ProhoHe asked the students to work in a group of five and
offered them the freedom to form a group by themselves. Heveecg#t assignments in

which 73 students participated. There were 3 groups of six studentsentiaéning
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groups had five students each. The teacher asked the students tonfdlcegollowing

three aspects of the units under inquiry,
1. Theme /their relevance to their life.
2. Vocabulary used.
3. Type of exercise/ activities.

Thematically, many students liked Unit Il. They sthé idea of robots was new for
them but it was very interesting to imagine how rsboan facilitate human life.
Many wished they had robots. They said that it wag éasremember the story
about robots because it was very interesting. Thinsy found the unitAge of
Proboteasy to learn. In contrast to unit Il, the majpif students found the first
unit about Traffic Nightmareless relevant and less interesting. As majority of
students come from rural areas and small towns evhigre are as such no traffic
issues, students thought that the unit about tralsues was less relevant and
rather unfamiliar, thus they found it boring. Accorgl to them, due to the unit
being less interesting, they took less interest dimdnot participate in the class
discussion which in turn, affected their performann the class. However, some
students said that the theme was interesting beitetkercises were boring and
difficult. The students who liked this unit may halveen from cities which suffer
from traffic problems but even then some issue$ sascpedestrian crossing are still
unknown as there is no concept of pedestrian argssven in many large cities in

Pakistan.

Most of the students found the vocabulary used athbunits difficult, which
created a lot of problems for them to read and tstdad and also to participate in

the class activities. Comparing the vocabulary usdabth units, students found the
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vocabulary in first unit less difficult. The numbef difficult words mentioned by

the students in each unit are given in the follagyviable:

Unit 1 Unit 2
1. Come into force 6. Drift
2. Squeeze 7. Whisk away
3. Die down 8. Utopia
4. Monitor 9. Strenuous
5. Nightmare 10.Profound

11.Widespread
12.Portray
13.Chores
14.Mystery
15.Manipulate
16.Tremendous

17.Virtually

eliminated

The majority of the participant-students found elsas such as B (finding the fact
page 4) and D (reporting questions) in unit 1 vefffiallt and boring. Some

students found exercise A (making notes), and Btifvg the minutes) from Unit |
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difficult. Despite having difficult vocabulary used in unif thany students found
exercises in unit Il interesting, and made positeenments about the exercises in

unit II.

On the whole, unit IIThe Age of Probotvas found more interesting as compared to
the first oneThe Traffic NightmareThematically, students liked unit Il, and in
terms of vocabulary, both units were found to bdialift. However, students had
found more difficult words in unit Il compared taiti I. Students found exercise
and activities in unit Il very interesting and thed not like the exercises in Unit 1

as these were difficult and boring.

Initially, Shoib Shah experienced difficulty in undertaking the ppies of EP in his
teaching. However, he was successful in the end by making praduse of routine
teaching activities for the purposes of data collection. Thisatekcthat it is normal
for novice EP practitioners to find it challenging in the beginnirgn@ successful in
accomplishing inquiry into his puzzle would certainly have boosted hisdenicke
about use of EP in his teaching. On the whole, Shoib Shah’s prognesrgriast with
the progress of Ishrat in the project. Both of them found EP chailgngi the
beginning to practice, and only one of them was successful in camgphes inquiry

near the end.

4.8.6. Miss Shumaila

She started with the idea of comparing the combined class wi#iss of Economics. A
combined class at the wuniversity is made up of students from various
departments/disciplines together to attend the Remedial Engisise. Her inquiry
initiated from her querwhy things are better in a class of Economics and bad in a

combined class8he observed that the class of Economics was easy going compared to
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the combined class, and overall performance of students in Econonsidsetter than
that of the combined. She therefore started making some observattbescombined
class to understand why things were not going well. She made tloavifg

observations which according to her were the most frequent issues that she canfronted
a) Only few students take part in the class.

b) Backbenchers (who sit in the chairs at the back of the clasdly ha

participate and seem to be taking less interest in learning.
c) Some students want to participate but appear scared and feel hesitant.
d) It's difficult to create interaction in such a large class.

e) Many students appear uneasy and feel uncomfortable in the combined

class.

Having made these observations, she discussed them with other memlggoup
meetings. She then decided to start her inquiry about why studentséeenfortable
in a combined class. She picked this puzzle because she believedsatbsrare likely
to be linked. For example, if they are uncomfortable, they mayésitant which may
be why they do not engage. If they are unwilling to participateilli be very hard to
conduct an interactive class. So she thought the key issue iswo'whyg they are not

comfortable’. By doing so, she would get answers to other issues as well.

She sought suggestions of participant-teachers about what possydecaadd be
adopted to collect data on this issue. Some participants suggesteldiciing
interviews, holding individual meetings to find out why students are ufactahble in
combined class. However, she decided to engage students in a group activityds a wa
collect information on the issue under inquiry. In the group activityasked students

to discuss why they felt uncomfortable in the class. For thisasked students to work
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in a group of five in which one member would act as the group leaAtiehe members
in a group were asked to speak in English during discussion. Dimengctivity, the
group leader in each team took notes of views of all participantsgdilme discussion.
At the end of the activity, all group leaders presented the repdtieof respective
groups to her. At her leisure, she worked on these reports submittéa lmyoup
leaders and discovered the following main themes as most @omeasons for students

being uncomfortable in the class.

They feel shy in the presence of students from other departments.

e Students from departments of Fine Arts and Sindhi are more confident,
which leaves impression on other students that this class is nagthe

level for them.

» Class space is not sufficient enough to accommodate all students easily.

e The presence of students from other departments has a negaoteoaff

their confidence.

* They feel afraid of being mocked at by other students if thalge any
grammatical mistakes. By not participating, their weakrgessenain

hidden.
* They do not feel relaxed in the class.

The initial analysis of the data collected showed that the nesson of their being
uncomfortable was the combined class itself. To further estabissifact, she decided
to maintain a diary/note book where she made notes for some dagswbeather it was
true that students felt uncomfortable in the combined class. The pwipdsiag it was

to look at the fact from another angle to develop a deeper understabdiaigthe issue.
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The following facts discovered through making diary notes supptimeediiew point

that students are not comfortable in the combined class:

» Students from each department sat together making their @up,gand
did not mingle with other students. They got the seats reservelefor t
fellows from their respective departments, and did not allow amgr ot

students from a different department to sit together with them.

e« They showed undue support to the students from their departments if
he/she came forward for presentation or participation in the elad
discouraged or looked down on the students from other departments if
he/she made even a minor mistake. Due to this environment, the number

of participants decreased.

» If teacher admired somebody from one department, the students from

other departments became jealous of him/her.

« They kept demanding from the very beginning to have separate

attendance sheets only because they belonged to separate departments.
» They came up with unjustified complaints against each other.

« The class seem to be divided, which disturbed teaching and lgarnin

activities.

It was confirmed through two different sources that students of gueetadeent did not
feel comfortable sitting together with the students from otherrtiepats, and there
was some rivalry or jealousy existing among the students ddreliff departments.
Realizing the fact that she could not change the issues of hadambined class, she
thought of arranging a departmental competition in order to exphdysy/rivalry into

a healthy competition. For that, she chose an exercise from @amt 2livided students
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into groups according to their departments, and there were subgrotgsate and
male students in each department as well. The reason why sheidedb@ department
was because in each class at the USJP, girls and boys dib togiether. In this way,
there were 10 subgroups five of boys and five of girls. As a wholes there just five

groups from five departments. The rules of the competition were as follows:
* The competition will go on until a unit is completed.

« The teacher would ask equal number of questions from groups in which

right answer carries 3 marks, and wrong answer gets one negative mark.

* The score of the teams representing their respective departraedts,
sub-teams within each department representing groups of girls asd boy
will be recorded instantly on the black board, which will be maintained
throughout the competition to declare the rating of departmentakteam

and sub-teams.

* The teacher would put up a question at her discretion from ampeare

of the team.

* There will be prizes for three high scoring teams, and thdralso be a
prize for a sub-group which scores better than other sub-groups in the

same department.

According to her, the activity yielded good results. Classroornoysg which was
disturbing the environment of the class became very useful bectudsnts were
enthusiastic, and ready to work. Despite some difficulties i.@ingearrangements,
largely crowded and rowdy class, the effort was deemed frinyfuhe teacher. In her

informal discussion, she heard positive remarks about the competitiatydcom the
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learners. So she hoped that by doing this activity, students found avgas#ty of

expressing their jealousy.
4.8.7. Mr. Hameed

In his four years of teaching experience he always pre-supplosethe reasons why
students did not take an interest in English was because they diknowt the
importance of English in their career development. He thought thateles preferred
major subjects to English, because they saw more prospects ifahénilding their
career. In order to convince students to take an interest in Englisiised to deliver
lectures in the beginning or at different intervals on the importafdenglish as a
global language, and its role in building the students’ caré¢e assumed that this
strategy worked to some extent, and there was a rise in éneshtevel of the students

towards learning.

Having given his consent for working as a member of the EP prdjeatlecided to
explore the puzzlevhy aren’t students taking interest in learning English in the class?
Instead of taking things for granted, he embarked upon the inquiry. Inghmniog, he
struggled a little with how to conduct the inquiry into his puzzle ssctvhere to start
his inquiry to understand the reason why students did not take interé&stglish.
However, his personal discussion with me and suggestions from higyoeiea group
meetings helped him how to carry out his inquiry. He decided m@era classroom
activity in which he asked students to write the reasons whydidayot take interest in
English. Thirty five students participated in writing the reasmutsof 40 present in the
class at that time. According to him, writing on four of thgtscwas unintelligible.
Many students mentioned similar reasons. In total, the folloidgreasons were

indicated by students:
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1. This is repetition of what we had been learning in our previousesass
(lessons taught were similar to the ones taught to them at school

college).

2. There is hardly any time left to study English after wagkim our major

subjects.

3. Some students do not participate in the class due to negative drehavi

from other students.
4. The text book is too difficult to be understood.
5. The English course is boring.

6. The teacher gives preference to those who participate regutathe

class.

7. English is a foreign language, and it is the language of non-Muslims.
Thus, Arabic, or local languages i.e. Sindhi or Urdu should be given

preference to English.
8. The teacher does not use local languages while teaching English.

9. The teacher is concerned with covering topics, and hardlysspare for

a question and answer session.
10.The teacher speaks very difficult language.

After reading the response of the students, his assumption trsttitients do not take
interest in English because they do not know the importance of Ermsgiesned untrue.
None of the above 10 reasons clearly supported his assumption. Howe\eryéner
just two reasons (number 2 and 7) that somewhat indicated that tlemtstulid not

deem it important to learn English. They gave priority to thejor subjects because
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may be they thought that devoting time on learning English waasaseful as their
major subjects. They might prefer local languages becauseditiegot realize the
significance of learning English. Thus, he experienced surprisestamck from the
findings of his puzzle. However, he decided to devote two to threedsabur telling
students about the importance of English rather than acceptingothall students will

share his viewpoint.

Hameed believed that he could have taken each of the temseagntioned earlier by
learners as a puzzle for further inquiry, but he felt more concetnmat some students’
misunderstanding that English is the language of non-Muslims so it should not be taught
and learnt and mistakenly believing that English is preferrddctd languages, and is
posing threat to the existence of local languages. He thdaugbsential to clarify the
learners’ confusion about English. To clarify their confusion, henged a debate as a
part of a speaking activity in which he invited speakers/learnespdak for and against
teaching English in Pakistan. The purpose was to create an oppofturiégrners to
express their views, and listen to each other. During the debateddamade notes of
learners’ statements about the topic. After the debate, Hbpnepared a lecture in the
light of the arguments and allegations put forth by learners inlébate. In the next
class, Hameed started his lecture by providing a summatheotiebate, and then
expressed his view point about learning and teaching English. Uitpoge of the
lecture was to convince the students who were against learnirgHEtg challenge
their beliefs, and to clarify their misunderstandings so that thay rekindle their

interest in learning English.
4.8.8. Abdul Fattah

As a member of the EP group working at the USJP, | resumed teaching afiedape
about two and a half years. | was not at ease while teachgegmed as if something
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was wrong with my teaching. | therefore started exploringt@aghing to know about
the issues that were getting in the way. In order to identifgethsesues, | started
observing closely the classroom environment/life, and sometimes took obtde

events taking place in the class. By doing so, | identified thewoly issues being

faced in my Remedial English class:
1. Majority of the students did not seem to be interested in learning English.
2. Many students did not bring textbooks with them.

3. They were busy talking to one another instead of listening to me during
class, and they would change seats, and would go out of the class which

disturbed the flow.

4. All the students sitting in the front rows on the right of the scleept

gazing at the girls sitting at the other side of aisle.

5. It was a combined class of two departments: Botany, and Geography.
The students from Geography would always complain that theythié a
backbenches, and were unable to hear the lecture in the big auditorium

with 6 ceiling fans on during class.
6. Just few students participated in the class time.

Instead of asking students to comment on these issues individuplly,these issues
into categories, and asked students what they would do if theyteasieers and faced
the issues given below. The main purpose of this activity wasotee learners from
their traditional role of passive listeners to active thinkershey could start realizing
their significance in the process of teaching and learningitaesi In order to carry out
this activity, | asked students to form groups of five or six becanssach desk/bench,

five or six students sat together. | then asked the persimyg sittthe middle to work as
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a group leader. The responsibility of the group leader would listea¢ch member and
note down his/her member’'s suggestions. The task assigned to stweentd you
were a teacher, what would you do if facing the following issliee students were
directed to choose one of the issues, and discuss the possibilitaifessing it with

each other in their respective groups.

a. Students do not behave well in the class; they make noise, and remain
busy in talking to one another, and keep moving in the class during

lecture.

b. Your voice is not audible to all students in a huge auditorium full of

students.

c. How would you increase the number of students to participate in the

class?
d. Students do not bring Remedial English books in the class.

| removed one suggestion on the grounds that it may have been unéthesikiedhow
you would handle students who are gazing at the girls during.dtassever, later felt |
could have asked them how they would handle seating arrangeméietg lifad a class

like this (the one | was teaching).

There were 90 students in the class at the time of the actihigh made 16 groups of
five or six students in each. Since there was freedom to diaoyssf the above given
iIssues, there was no uniformity in number of groups discussing thespmas. The

number of groups and category discussed are shown below:

Categoryl/issue No: of groups

127



b 3
C 2
d. 6

Although each member in a group of 5 or 6 was supposed to give sggesson, the
average response from each group was 2.5, in other words, offering onigg&3tons
from 16 groups. The low average response may have been due to sulggastions or
no participation from the members. In the instructions given abéggnning of the
activity, a group leader was asked not to include similar pointgéstigns from the
members. There were some similar suggestions from the growgdladn this way, |

just received 26 suggestions in response to 4 issues raised durgrgupediscussion.
The average suggestions from each group were 2. However, the numbggestons
for each issue varied differently. The following table shows the nuofbguggestions

given in response to the issues raised during group discussion.

Categoryl/issue No: of groups No: of suggestions
a 4 6
b 3 4
c 2 5
d 6 5
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The suggestions of learners in response to each issue are given below.

a.

Students do not behave well in the class; they make noisand
remain busy in talking to one another, and keep moving in the abs

during lecture.

1) Get those students out of class.

2) Tryto be a very strict teacher.

3) ldentify those students and change their seating place.

4) Rebuke and scold these students in front of the class, as they should

never feel encouraged to disturb the class again.

5) Approach these students personally and try to convince them to behave

b.

1)
2)

3)

4)

as good students.

My voice is not audible to all students in a huge auditoriumuil of

students.
Use a microphone.
Switch off ceiling fans.

Speak while standing in the middle of the stairs instead of gtangar

the blackboard.

Try to stop students from making noise. If they are silent, tesactoéce

can reach out to everyone in the class.

How to increase the number of participants in the class from a few to

many.
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1)
2)
3)

4)

5)

1)
2)
3)
4)

5)

Arrange a debate on any topic.
Teachers must encourage students to participate.
Try to create a friendly atmosphere.

Stop other students that laugh at those who make mistakes while

participating in the class activities.

Try to give equal chances to everyone who is willing to partieipat

do not let a few students dominate the whole class.

Students do not bring Remedial English books in the class.

Do not allow those students in the class who do not bring books.
Give them some sort of punishment.

Let us help those who cannot afford buying books.

We can share books with those who do not bring books.

For the time being they should be told to photocopy of the fivsifgts

till they buy their own books.

Before applying suggestions given for each of above four issuefledted on the

suggestions in my free time. After reflection and analysithese suggestions, and

some discussions with learners, some suggestions were dropped ongetlunds and

some that were practically not possible at the USJP contexthisnway some

suggestions were applied immediately, and others were taken tloerfimquiry. The

following table shows the number of suggestions that were dropped arzemom

suggestions that were either applied immediately or taken for further inquiry.

Category/issue| No: of sugg:(suggestion) No of sugg: dropped No:of sugg:

130

takel



b 4 2 2
c 5 0 5
d 5 2 3

Out of 20 suggestions, just 11 suggestions were considered. We (bothr @aghe

learners) decided to apply the following suggestions in the class:

I will now speak while standing in the middle of the stairs irtsteh

staying near the blackboard to make my voice audible to all students.

» Those who were attending class without textbook will now get a

photocopy of the first few units until they buy their own books.

= | will arrange a debate on some topics in which those studentsiavho
not involve themselves in classroom activities will be invited to

participate.

= | will try to give equal chances to everyone who is willing tdipgate

and not let only few students dominated the whole class.

It was a little difficult to think of a way to make sure tlatery willing learner had
equal opportunity to participate in the class. To make sure, we (batheteand
learners) decided that from now on, no student would answer more thanvbitee
covering a single exercise. In Remedial English, the most common oppontuwwitich

students get themselves involved is through participating in ork irdvhich students
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are asked answers questions. In this way, those who did not get charcebtgh time

to think and take their turn for participating in the class.

Out of 11 suggestions, three highlighted the issue of classroomommént. The
students suggested that there were two main reasons which were affectiagstwooh
environment. First, some students laugh/taunt others who make mistdiies
participating in the class activities, so they feel scaregaiicipate the next time.
Second, some students make noise while teacher teach. To solvestivese it was
suggested that we should approach these students personally and try to convince them to

behave well.

In this way, it was agreed that now | would identify those studbatswould laugh at
other students when others make mistakes while participating ahetbgeactivity. | also
tried to identify those students who would not behave well in the ata$snade noise
during lectures. To identify these students was a difficult jopeaally when the
teacher cannot remember all of the students’ names. | am noagoemiembering the
names of my students, which made this task doubly difficult. | thedetbto take the
attendance of the students at the end of class instead of the bggMitiile taking
their attendance, | ticked the names of those students that webehwting well. |
continued this practice for a week, and then decided to meet thesetstudi® had
been uncooperative three or more times during activities. In #ns Wdentified 15
students and decided to meet them in 3 groups of five studenteesd students were
male. | called them in groups to my office and discussed in radfgiavay, the reasons
why they behaved in a negative manner in the class. The maionreffered by the
students was to have fun and pass the time. | then told them abouffiowties as a
consequence of their poor behaviour, and also mentioned the loss of learoitigera

students suffer due to their behaviour. All of them at the timmexdting promised to
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behave well, and they did so as | noticed some improvement in the behafvitwer
students but there were still a few students that continued makisg molaughing at
other students. | followed the same exercise, and identified 6 studlealled them in
the office, and tried to convince them to behave better, and warned ithiney
continued doing so | would inform their parents or the head of deparaieut their
behaviour. In this way, we were successful in checking the poowibehaof the

remaining students.

| offered the following suggestions to my students with the intentiiopromote

collaboration and mutual respect.

Let’s help those who cannot to afford buy books.

We can share books with those who do not bring books.

Try to create a friendly atmosphere.

Encourage students to participate.

However, it was decided that there is no need to take any excingiative for these
suggestions. We discussed them in the class, and agreed thaftotiresaggestions
highlight only two issues; the first two suggestions offer sometieal to help those

who do not bring books in the class, and the latter two suggestionatendiow to
create a favourable learning environment in the class. These suesitave already
been touched indirectly. As for the issue of students not bringixiipooks, it was
already agreed that these students would get a photocopy afsthiew units to help

solve this issue until they buy their books. To develop a friendly esraduraging
atmosphere, we (both teacher and learners) had already beengnodether in which

we approached the students who were spoiling the environment, and arranged nebates i

which we invited different students to participate.
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4.9. Post-interview held in phase |

As mentioned earlier, post-interviews were conducted twiceeiptbject: after phase |

from those who withdrew from the project, and after phase Il, ftbase who
continued till the end. The researcher who worked as an EP ipraatitn the project

could also have included his interview but did not do so because he was being conscious
that his personal views might affect the findings of this stutig. feason why the post-
interviews of both phases are not presented together in the satimn sg to the
continue narrative rather than breaking it. By doing so, the resgareheves that the
reader will feel comfortable in referring back to previousisastwhere necessary. For
example, if the reader wants to refer to EP research oidiwdual participant while

reading his post-interview results.

The purpose of conducting post-interviews was for the following reasorsecome
familiar with the participants’ experience of working within BB project, to identify
difficulties in applying EP principles and attending group mestit@make explicit the
reason why they left, to observe how they evaluate EP as an dppfaratheir
professional development, and to discover what they think about thacsigod of EP
in relation to ELT issues faced by the USJP. The results ¢fingesviews are very
significant to the research questions. The researcher dischesesrésults in depth in
the following chapter. For instance, to find out what was said agdtwias said. Next,
in the following section, only the experiences and views of @atikiidual about EP
who withdrew from the project half way are presented below, angasteinterviews of

phase Il participants are presented later in the same chapter.
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4.9.1. Experience/significance of the EP project

Komal considers her experience of working as a member of ERpagea confusing
one. She attributes her confusion to choosing the broad topic ‘to build cpritidence
level of her students’. She faced a problem in approachingshbe.iln this regard she
remarks, “Basically, | have not been able to establish ground wtak.ds if | jumped
into the sea without understanding the depth of that sea” (003:01)saghshe was
confident that she would successfully work on her chosen issue but alge tmdo so,
saying “l had a clear mind-set that this is what | wanvéok on........ when | actually
started following that...then | thought maybe prediction and praitigsabre not same
things” (003:01).She says that she was confused not only about how to idardénts
with low and over-confidence, but also about how to undertake the prinoipke? in
her inquiry. Shoib Shah thinks the circumstances such as (syllabdeaigzéd, and
classes are large, students are not willing to learn, anel edseariation in proficiency
level among learners plus political disturbance in which the preyas carried out
have not been helpful due to which he could not avail the potential besfefite EP
project and that is why he thinks his ‘experience was padbdg In addition, he
thinks he could have had a better experience if he was provided samegten EP
before starting the project. Mr. Sangi enjoyed the experiencgodfing on the EP
project and feels grateful to have been introduced to EP. Accordmmidy virtue of
working in the EP project, he had the chance to sit and work togeitterother
colleagues and discussed issues and problem for the improvemenpuodfeéssion. He
thinks the conditions of ELT at the USJP will never improve untilweek together for
which EP “offers the best platform” (002:01). Sumera enjoyed wgrkn the project

and deems her experience as ‘productive’ and useful for herselfoantie ELT
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profession at the university. In addition, she realized the signdi of interacting with

learners for the advancement of the ELT profession at the USJP.

The teacher-participants’ reflection on their experience of wgrkin the EP project
highlights different aspects of EP. For instance, Komal does notahgwed experience
as she struggled with undertaking the principles of EP while appirng the issue of
variation in confidence level of learners. Perhaps, the reason cotlidtlibe nature of
her puzzle (variation in confidence level) which was too broad and ta@metbt be
addressed by a novice EP practitioner. Thus, the frustration in nossitdréer issue
may have developed her notion of EP as being difficult to put into pract&hoib
Shah’s view that, it is difficult to reap full benefits of EPthe existing issues faced by
the ELT profession at the university is in contrast with theitspirEP, which seeks
understanding about issues rather than working in ideal conditions. rastortt the
views of Komal and Shoib Shah, Sumera and Sangi did not seem to have any difficulty,
they enjoyed their time working on the project and found the expenemgaiseful for

themselves and for the ELT profession in their context.
4.9.2. Views about group meetings

All of the four participants appreciated group meetings as a upkftibrm. In this
regard, Komal remarked “I liked the way we shared our eapees, and sought
suggestions from the colleagues. ... | recommend that it is \@rgseary to have a
platform where all colleagues come together and discuss &beutto improve the
teaching” (00302). Sangi admired the idea of group meetings. Acgalinim, group
meetings offer a good platform to share experiences and disauss,isand give
suggestions to each other”. Sumera showed similar views about graimgaeby
suggesting “since we are language teachers, we should Bimge dnd experience with
each other, in this way group meetings are very essential haisdwe should continue
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this sort of thing (meeting) for the improvement of our professi@@7:02). Shoib
Shah enjoyed attending group meetings in which he sought guidance freaguoel in
understanding his puzzle. Though participants appreciated the cago#i of the group
meetings, they faced some problem in attending group meetings.diacdeo Komal,

some teachers were not punctual, which delayed proceedings ofgneetihmade her
wait for some time, and secondly she was unable to spare tinatdoding meetings
due to being busy in curricular and extra-curricular work. SangiSrwdb Shah said
they did not have any problem with attending group meetings. Sajmyed the

company of youngsters while attending EP meetings. However,r8wsagl the issue
of clash in timings between teaching times and scheduled EP greapings was a

problem for her.

There is no difference of opinion among the participants on theaeffiof group
meetings held during the EP project. The four participants who withdirom the
project half way highlighted the significance of teamwork in the form of grougtings
under the umbrella of EP for the advancement of the ELT professibeiatniversity.
However, some teacher-participants had to face problems suchsasoflaimings
between group meetings and their teaching hours. Proceedings of the nieaditgde
delayed because some participants were late. Apart from IKamather participant

said he/she was unable to spare time to attend group meetings.
4.9.3. EP requires extra efforts and energy

Komal was the only one among all the participants who feltwaking on the EP
project had put an extra burden on her. She was comfortable in the bggusntihere
were no regular classes taking place, and she had enough tinoektavith EP group.
As soon as her classes started in full swing, she got busier aied, baising classes,
preparing for lectures, and arranging extra-curriculaviéies, so she was unable to
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attend meetings, and pursue the topic she picked for her inquiry. Wubrikeng on the
project, she realized that she was unable to fix her full aiterdn teaching and
curriculum so she withdrew from the project and said she was reotablork in the
project while teaching .“Every person has got his own nature, amdttheé person who
can concentrate on one thing at one time, and EP was new and somédticunty &o |
could concentrate either on teaching or EP, | preferred teaching, and geitirsg done
to working on EP project’(003:01). Sangi on one hand says EP is easytiogyraut
on the other hand suggests allowances such as lessening the work losomend
flexibility in the choice of their timings so they could attendieetings. In contrast to
the views of Sangi and Komal, Shoib Shah and Sumera do not think EP sexxiiee
energy or time to practice. She does not consider EP as arbaxdien as she remarks,
“EP is a part of my teaching, part of my learning as w@07:02).They believe that EP
did not disturb their teaching at all when they participated irptbgect. Sumera said
that EP was easy to practice, and Shoib Shah disagreed with Kmh&R required

extra time and effort to apply into classroom pedagogy.

There are different views of participants about EP requiringaextne and energy.
Komal categorically says that undertaking EP principles pdta éurden on her which
she was unable to carry while teaching. Whereas, Sangi indisgiports the view
point of Komal when he says that special concession should be givaos® who
participate in the projects such as EP. The participants miglg daveloped an
inaccurate notion that undertaking the principles of EP in one’sitgpaequires
regular meetings. That may be the reason they think that Eftiprers should be
given concession in timings so that they could attend the meetingsheX reason for
developing the wrong notion could have evolved out of their difficulty in appnogc

their respective puzzle. Komal tried to approach a very complexeuattiout careful
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planning, which may have been the reason she thought EP required extra timebAs Shoi
Shah says that handling a puzzle plays an important role on develbgiimgdression

of EP over the new practitioners about EP whether it is easy or difficult to practic
4.9.4. EP as an approach to teacher development

Komal appreciates EP as a very useful approach for professionalopi@ment by
believing that she would have made a significant difference indreer building if she
had continued with it (EP as an approach to teachers’ professievelopment). She
remarked, “if this sort of thing had been continued, it would have raattd of
difference on the way | was teaching, on the way | was dpwveg as a
teacher’(003:04). In addition, she says that working with EP has emiegghther vision
about teaching because she had always believed that she wasstthieabker, but
having worked in the EP project, she realized that there are thiaugg yet to be learnt
to become a good teacher, saying, “EP is one thing that has opgrsaghtn.... Before
the techniques of EP, | thought | was a good teacher..., now I think | need to ledrn a lot
(003:04). Shoib Shah says that EP as an approach to teacher develomegntseful
for him. For instance, he suggests EP is a better venueaideties to improve their
skills. In this regard, he remarks, “But we should think what our jbhissis to teach as
better as we could. So EP helps us, and we should accept it andgegyitolt's easy, as

| did not take many efforts or a long time to learn it.” Sunsargs she has high regards
for the project. In the beginning, she thought EP will not be prétticd the USJP, but
as she started using the principles of EP, she found it helpegtovienher teaching.
Sumera said she would continue EP in her classroom practickedssther to approach
a problem in a systematic way without exerting extra elad consuming additional

time.
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Realizing the significance of EP, teacher-participants haggested utilizing EP for
the professional development of English in the USJP. Shoib Shahheaysstie of
teachers’ training (teacher development) is pending for long time and hasemaieed
any attention. Thus, EP serves a better platform to addresssshis. iHe, thus,
emphasizes the need to facilitate the EP project in the fstutteat teachers could work
for their professional development. Sangi suggests ‘we should iratedintegrate EP
in our syllabus (curriculum) and ask the other colleagues to U¥6(2F02). Realizing
the importance of EP, he suggests to use EP as a way forrgoesar in-service
teachers’ training, and to introduce this as a subject (moduMasters Level at our
institute. According to him, the outgoing students, the majority of wistart their
career as English teachers can also avail the benefits ,oariePcan use it for the
advancement of their career. Komal and Sumera suggest that EP Iskontcbduced
as an approach to teacher development to all teachers @SthHe so that they could

work towards their professional development.

All of the four participants have high regard for EP as an approacteacher
development. Komal says, despite having difficulty in applying EPttshks EP has
enlightened her vision of teaching, and Sangi believes that EP doesgooe lots of
effort to apply to classroom practice so it should be practisedraegrated in the
syllabus for final year students who start their career ashées. Shoib Shah agrees
with Sangi and Sumera that EP can better address the issemchér training if it is
applied by colleagues in the USJP. The participants’ high adomrati EP as an
approach to teacher development over shadows the minor concerns saisethé

participants.
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4.10.Reporting group meetings held in Phase II

Phase Il started in the second semester, in which we had fiveiggsh@ total. Those
participants, who had worked in phase |, rejoined in phase Il. Dthheagecond phase,
the group did not change, and there were no participants who withdrevamypwof the

five meetings.

The summary of each meeting provides the narrative of EP work se phasuch as
how it was mutually decided to work together on the same puzzkadsif working

individually on separate puzzles as in phase I. It describes inuasigaocedures
employed by each participant in the first stage of inquiry, antjugiiestionnaire in the
second phase. The summary of each meeting given below providds dbtait each
step taken throughout inquiry in phase Il, so that the reader could g@addystand the
investigative procedures employed and the decisions involved. The discabsioin
whether this inquiry followed or departed from the essential plesiof EP is included
in the following chapter where the researcher evaluates egpgct of the inquiry in

light of the EP principles.
4.10.1.Group meeting |

After the semester break, the first group meeting was conwen&8th August, 2009.A
specific agenda was not set up for the first meeting; the purpaseo prepare the
participants for the next phase of the project. However, paniitspahared their
experience about the last phase, and came up with some suggestiewskey fissues

need to be mentioned:

1. It was mutually agreed that this time the participants woutdkw
together on a single issue instead of working individually on separat

issues.
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2. The participants were considering the transcription of the groggtinge
as an integral part of the EP project, and they thus felt cortabmut
who would do the job of transcribing group meetings after | would finish
the project. Keeping in view such apprehensions of the participants, we
mutually decided to go without transcribing verbatim all group imget
However, the meetings were audio-recorded, and the minutes of each
meeting were to be prepared while listening to the recordingadsof
transcribing each meeting. In addition to this, the researohemnained
a diary during the group meetings as well. The decision of not
transcribing each group meeting verbatim was taken in the spifP
integrating research into normal pedagogy. The purpose wasokavo-f
to show the participants that recording and transcribing is not an essential
part of EP practice, and secondly, to work some other way whlekss

demanding is closer to the spirit of EP.

3. While sorting out/deciding to pick an issue for collective inquiry, we
came across many issues but Individual Class presentation (ICP)

captured more attention in the meeting compared to other issues.
4.10.2.Group meeting Il

Due to reshuffling in the teaching schedule/timetable of thecjpamt teachers (which
is common at the Institute of English, USJP), participants wesble to sort out
timings within a week of the first meeting. So the next ingewvas held after 16 days
from the first. In this meeting, we resumed discussion on the ®ddJ@P raised in the
last meeting. ICP has frequently been practised in Remediaisknghksses, and
considered to be an effective practice. It was the reason thatedyg had lavished
praise on it and nobody raised a question about the efficacy of it. They believ&tRhat |
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is the best way to provide students an opportunity to build their confidemd it
encourages students to work independently. They thought that the le@kesgolace
by conducting individual class presentation, because via ICP stugtemts knowledge

with the other students, and benefit from their knowledge of the topic.

Some of the views of participant- teachers are presented inthmthactual wording
and in summary prepared by the researcher. The discussion movedheokbwing

four points about ICP:

1. Significance of individual class participation (ICP) in teachiugd

learning English.

All of the participants believed that ICP is very significaat Remedial English.
Individual Class presentation is actually a channel through whichnésudeeak the ice
and come in front of an audience to speak up, especially in our contexs, stheéents
are shy to participate; presentations encourage students to deliver theiltidevelops
students’ communication skills and helps them enhance their confidrete@hd helps
students to prepare for their prospective jobs. It has also provedilh&pfboth

students and teachers to learn new ways to deliver knowledgesamd ihnovative
methods of teaching. ICP provides opportunities for participation, and lstegents
working on the topic given for the presentation. In this way, they leargrow as

independent readers.
2. Number of students getting chance per semester in your class

Due to the large classes, and very short duration of 50 minutss tlas difficult to
accommodate each student for ICP. However, one teacher said ageawkless than
50% of students get the chance to participate in ICP in her gla&sether participant

said that very few students are given a chance in largeeslasmpared to small classes
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because in large classes, she will have difficulty maimgidiscipline if there is ICP,
so she avoids it in large classes. The third participant saidhbadtied to invite at least
three students per class/per period. If there were 25 classesemester, 20 t025

students are given chance to present in a class of 100.
3. Reasons why students take part in ICP

Some teachers believe that students participate in ICP foreamhing assessment
grades. Students participate so that they could get some apprefrian teachers and
students. Others participate to become prominent in class. Sometstwdat to break
their hesitation by participating in ICP, and others take partpolish their
communication skills. Via ICP, some students increase their kngevladd build up

their confidence.
4. Criteria applied by participant teachers to pick students for ICP

Sometimes teachers employ a voluntary participation method in veliety willing
students is given a chance to participate. Sometimes teacsigrs @&sentation slots to
prominent students. Some teachers make a random election of stuwdd@B.fSome
teacher target ‘back benchers’, and force them to participateetBnes teachers pick

most intelligent students if topic for presentation is difficult.
5. Rationale for inquiring into the practice of ICP

The individual class presentation is used as the most frequent techaiquroviding
opportunities for the students to participate in the class. Majuiritlye teachers do not
guestion the status quo as nobody has ever questioned its efffeat¢yaised some
deliberate questions about the efficacy of individual class présenta order to
questions their assumptions about the conventional approach of Individual class

presentation in Remedial English classes. | asked them how theglaimn that the
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Individual Class Presentation (ICP) yields better results extiomed earlier without
ever trying to check it. In this way, we decided to conduct somesorquiry into the

efficacy of ICP in Remedial English. As the time of megtimas about to end, we
agreed to try out some inquiry in their respective clasgambertaking the principles

of EP in our classrooms before the next meeting.
4.10.3.Group meeting IlI

Each participant in the group undertook an inquiry and employed the follovapg to

collect viewpoints of their learners on ICP:

Shumaila; Chattedith students about ICP.

Ishrat: Learners were asked to write about the significand€mfin their learning of

English on small Chits

Fattah: Suggested the topic of ICP to be discussed in Dialogue Pradtiselass.

Hameed: Instead of conducting an inquiry about ICP, worked towardsy tegime

alternatives to ICP such as group work /pair work.

Shumaila: During Remedial English classes, she picked a stioat rarely
participated in ICP) and asked him in Sindhi (mother tongue) ikkd ICP. Shumaila
was surprised when he said that he disliked ICP practice and istgaed to anyone
giving ICP. He also said that teachers engage students wHER they are tired or not
ready/prepared for teaching. Having heard such comments, she lro@us to know
whether her students liked or disliked the ICP practice in hes.chse asked students
who did not like ICP to raise their hands. To her surprise, she foandajority raising
their hands. Thus, she became skeptical about the role of ICP, andedggesiucting

further inquiry into it.
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Ishrat: As a part of her routine teaching activities, she @onducting ICP in her class
in which she gave a chance to at least three students fon ECReek. After doing that
for about a week and half, she asked students to write the signdficdmCP in terms
of developing their confidence, and helping them towards learningsen@he asked
them to write in any language they liked. In a class of 40, shehgstfrom about 30.

The main summary of her results is presented below:
1. ICP has no role in students learning.

2. Students feel scared when called for ICP, and their classmatas fun
of their mistakes and hesitation, so they do not like it but thaahts

forces them to participate in it.
3. ICPis a good technique for passing time.

4. According to Ishrat, the number of people who disliked ICP was more

than those who liked it in her class.

Fattah: As there was an exercise for dialogue praictieeunit in which student were
directed to work in pairs to discuss about a topic, | suggested theyl shsaliss with
each other about the practice of ICP, and the students agreestdldithem that they
should discuss the negative and positive aspects of ICP. As theatast Remedial
class of the week, | left it for the next week to heair tiews but that week the class
went for a study tour, and on the other day there was a strikevas unable to hear

students’ views about ICP.
Suggestions on how to move forward

It was suggested that we should not stop here but pursue some measuesstand
the significance of ICP in Remedial English classes. Tha saggestions offered by
the participants are given below:
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1. Tryto see effects of ICP through meetings with students.

2. Ask them to write about the importance of ICP in their learningeails

chits.

3. We should attend each other's’ classes to help for each others’

professional development.
4. We should make notes during the class.
5. Develop a questionnaire and conduct a survey.

Among the suggestions, we unanimously decided to conduct a questionnaing surve

which we decided to develop in the next meeting.
4.10.4.Group meeting IV

We developed a questionnaire in the light of the discussion iretdomd meeting about
the significance of ICP and the result of personal/individual inquiryCP conducted

by each participant in their respective classes. We developed a questitnynair

1. Selecting questions.

2. Reordering questions.

3. Developing response categories (closed or open-ended).
To lessen the burden of the inquiry, we decided that each teachel eisuibute 24
questionnaires (Appendix F) by employing Stratified Samplinghbtétin a way that
the sample may closely represent the population in a class.dRémkasses in the
USJP are bifurcated by an aisle in two sections; girimgitt one side and the boys at
the other. Usually, at the front seats, above average level studentseated; the

centre/middle seats are for average level students; and thedaskase normally for

below average students. Thus, we had two sections and three divisiesshi So we
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distributed 4 questionnaires in all three divisions of each sectioaphi&al description
of a class with number of questionnaires distributed in each divisipresented here:

Number “4” indicates questionnaires distributed.

Low 4 4
'.g
Average ) 4 4 -
e c
= ()
" S
q) )
High g 4 4 o
©
e =

4.10.5.Group meeting V

As the participants were asked to prepare a report on the stan@d out by each of
them, everybody came prepared to report the results of their tigspgaestionnaire

survey and we worked collectively while uploading and the analyzing data.

In the first phase, we integrated the results of open questigaether in the meeting,
and later we analysed closed questions by using SPSS softieavever, the results of

the survey are presented in the order followed in the questionnaire.

The total number of participants were 96 -24 each from four classes. Out of 96, 47 were

male participants which makes 49% and 49 were female participants cons&ti#ng
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Gender

Frequency

Male Female
Gender

With regard to inquiring about the significance/contribution of ICP earring
English, 13.5% of participants considered ICP as most significant, 28s8ftore
significant, 36.5% less significant, and 29.2% not significant. Thus, 34.8¥etk
ICP is somehow significant as compared to 65.7% who did not see arof QP in

learning English.

What is the significance of ICP for you in learning English

Regarding the participation of students in ICP, 12.5% said they ot

frequently in ICP, 16. 7% participated sometimes, 39.6% rarely meatic, and
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31.2% have never participated. As a whole, 25.2% have chance to particijizie

compared to 74.8% who either do not participate or have rare chance.

How many times have you been participating in the ICP?

Frequency

T T T T
Frequently Sometimes Rarely Mever

How many times have you been participating in the ICP?

Source: (reference yourself)

Can you tell us the reasons why you like to participate/why youadnot like to

participate in ICP?

Those who like to participate in ICP

Those who liked to participate in ICP identified reasons almostlasino the

perceptions of teachers. There were three main reasons mentioned by students

» Firstly, the students aim to impress teachers through ICP. Aogotdithem,
when they perform well in ICP, teachers remember their faodsnames so
they give them some additional score in the assessment.

e Some students want to earn some appreciation from their teaahdrs
classmates. They have a chance to prove and show themselvedvasrkiag
and intelligent in front of the class and teachers.

» Students want to build their confidence and remove hesitation through ICP.

» Impress girls through taking part in ICP was also a reason onedtiby a few

participants.
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Those who did not like to participate

The students who did not participate in ICP also pointed to three redasmys
thought that ICP is not useful in any way and found it a wastenef so they
avoided participation. Some liked to participate in ICP, but they dichaod
chance because they are ignored by the teachers who alwaysospesfer a

few selected students. Many students declared the classroom erentoasn

the main reason they did not like to participate. Girls do adigipate due to

the negative attitude of boys in the class. They believed when they come out for
presentation some boys stare at them in a strange manneysbdmot like to

participate.

To investigate the effect/contribution of ICP in confidence buildind helping to
improve speaking skills, 19.8% believed that ICP played a significéatin building
their confidence. 24% thought it has some role in developing tbefidence. 56.2%
did not find any role of ICP in their confidence building. 16.7% believed that ICPsserve
as a good source to improve their speaking skills. However, 60.4% thirgkishao
such role of ICP in improving their speaking skills. On the other H2&@% thought

there is some role of ICP in improving their speaking skills.

To investigate if there is a difference in attitude towa@B by gender, we tried to
investigate if there is difference in perception about sigmé@ieaof ICP in learning
English, and if there is there a significant difference inigpgtion by male and female
students. Regarding the significance of ICP in learning Englismale participants
found it most significant compared to 5 female, 9 male particighirtk ICP as more

significant compared to 11 female, 21 male participants considetel§3Psignificant
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compared to 14 female, and 9 male participants deem ICP as mifitaig compared

to 19 female participants.

Bar Chart

25 WWhat is the
significance of ICF for
you in learning English
M most significant
I More significant
Less significant
M o significant

Female

Gender

Out of 12 participants who participated frequently in ICP, 8 weake and only 4 were
female students. Out 16 who had some chances, 7 were male coropafethale. Out
of 38 who had a rare chance to participate in ICP, 21 were malé7angre female
students. Out of 30, who never participated in ICP, there were 11lamcl&9 female

students. For further details see the bar chart given below

Bar Chart

25 How many times have
you been participating
inthe ICP’>p

W Frequently
E sometimes

5

Male Female

Gender
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What are the positive or negative effects of ICP on you?

Positive effects

Some students thought that ICP develops a sense of competition amondr tieym
therefore work harder to perform better, and refer to difteresources and become
independent readers. They also believed that ICP helps develop good presékiligtion s

and increases their confidence level.

Negative effects

Some students believed there are negative effects of ICP.rdikugdo them, ICP does
not have any contribution in teaching and learning English. They rttimde it has
many negative effects on teaching and learning English. Some stuwdemplained that
teachers employ ICP as criteria to judge the intelligemzk performance of students.
Those who give frequent presentation are preferred to those who quamiotpate.
Teachers give undue favour and award them some extra markstudeat said, “| feel
frustrated when | see a teacher giving preference to those walbyysarticipate in ICP
in the class. They are given more marks, more appreciation, andcimamees for
participating in other class activities” Some thought that teactser$CP when they are

not prepared.

Suggestions

We had variety of suggestions regarding practice of ICP mdf&l English classes.
Some suggested that ICP should be removed from the practicesas#ess and has
more negative effects than positive. Instead of engaging studei@$, the teacher
should utilize that time in teaching English. While other studenggested some
changes in order to improve the practice of ICP. For instance, @wpates should be

given to students for participating in ICP, instead of picking theesstudents time and
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again. In this way, many students will get a chance to participdCP. Some students
wanted to convey their complaints of being unjustly treated in steeed because
teachers tend to give additional marks to those who made themselves prahrimegtt
participating in ICP, and ignored the remainder of the class. Onbeoftudents
remarked, “teachers should think that those who do not give Ighenbetter students

than those who give ICP.”
4.11.The Results of the post-interviews held in phase Il

4.11.1.Experience/significance of EP project

Ishrat, while sharing her experience, thinks that her experiehagorking on EP
project was not good in the beginning, and particularly in phase usecshe felt
difficulties in approaching her puzzle. She says she would havindeproject if there
were not consistent encouragement from the researcher bebaufsdt $rustrated and
embarrassed when she was unable to make progress on her puzpingcto
Shumaila, the EP project was more like a workshop, or a trainigggomoin which she
learnt many things like working together with colleagues dnadlisg experiences with
each other. She liked the overall atmosphere of EP, but says she hadedifficulty
while involving learners. Students in USJP are accustomed toitigtéo teachers,
where they remain silent listener and solely depend on teachAbwsys being passive
is one of the difficulties an EP practitioner can face while uakerg EP principles
which emphasize on learners’ active involvement in the process ofryinduithis
regard, Shumaila reported that she had difficulty when she asked sttmenbperate.
In the beginning, “they (learners) feel all these activiieswastage of time, because
they are habitual since their KG class, teacher should be domimanthey remain
passive” (004:01). In these circumstances, she struggled to comenséudents about

the importance of working together. Hameed enjoyed his experiémearking on the
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EP project. He found it quite useful by remarking, “nobody can tlemymportance of
EP project, it was very useful.”(001:01) in which he learnt whilekigr on his puzzle.
He adds that this project had a very positive impact, “therevarebenefits of this
project; first, it has given us a path so we should improve oghitea skills, and
second, it deals with problems of students. It attacks two birilsome stone. It's a

good practice” (001:02).

The participants’ reflection on their experience of working onpitggect develops a
deeper insight into the EP project. This highlights the difficsilltcd novice EP
practitioners in the form of Ishrat’'s experience. Ishrat reethunder pressure in phase
| when she was unable to make progress on her puzzle, whitelleagues were doing
well. She was unable to progress on her puzzle because her puiizieitilea very
difficult topic ‘variation in proficiency level of learners’ wtti is not easy to be handled
by novice EP practitioners. In addition, the views of Shumaila shketidigthe nature
of classroom environment at her university context where leareeraim inactive and
passive listeners. Thus, undertaking the principles of EP was natsgnask in this
situation. However, assigning active role to learners is easeatimprove the ELT
profession despite the fact that it is difficult in the contexhefUSJP as mentioned by

Shumaila.
411.1.1. Views about group meetings

There is no difference in the views of three participants abaufpgmeetings. All of
them appreciated the mechanism of working together and learoimglie suggestions
and experiences of each other and acknowledged the significagipfmeetings for
the ELT profession at the USJP. Group meetings gave panisipachance to work as
a team in accordance with the principles of EP which emphasizexking together

for mutual development by involving everyone. Nevertheless, two out ek thr
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participants had faced some problems in attending group meetorgsiskance, Ishrat
felt frustrated and embarrassed when she was unable to makesgrog her puzzle in
face of the reality that other colleagues were doing wellheir respective puzzles.
Shumaila, though appreciates that group meetings were supportive amdfarsiker,
but thinks that in group meetings some teachers were not coopeeatd/¢hey were
hesitant to share the views with the rest of class by sayinthe other was that some
people were uncooperative, (I don’t know if | should tell or not but tedlimg you),
and they do not believe in sharing their ideas, research or date@yaare having. |
don’'t point my figure at them, but tell you they were not happy taestiaeir
experiences or offer suggestions instead were getting jeidllansther member in the
group had worked better than them”(004:02). Moreover, she said thiaigginof
meetings sometime clashed with classes so she was unabléend some group
meetings. However, Hameed did not face any problems while attendung meetings.

He enjoyed good collegial relation with his colleagues.

The views of the participants shed light on the two very impoftatbrs which can
create disturbance in the smooth flow of the EP project. Shumeigais about group
meetings point out the unwillingness of participants to extend coaperit other
colleagues and help each other mutually. If participants are itlioigwio cooperate in
sharing their experience and offering suggestions, then it ysdificult to make the
most of attending group meetings. In addition, if this is true asioBhumaila, then it
goes against the very spirit of EP which emphasizes on developiladporation and
mutual friendly relation between colleagues and colleagues anbetes and students.
Ishrat’s experience and her views about group meetings point amtl @iv attention to

the possible frustration of a novice EP practitioner when s/he isauttablake progress
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on his/her puzzle. Thus, it is very important to understand the difésulfi participants

while they are undertaking EP principles in their teaching.
4.11.2.Comparing phase | with phase I

There are different opinions of participants on the mechanism of plzasephase II.
Ishrat liked phase | more than phase Il because in the fatmeehad to face difficulties
while working on an individual puzzle. However, she was far from comfortable in phase
Il in which all colleagues worked collectively on a single puzAecording to her,
working on individual puzzles in phase | created rivalry among theipants. She felt
under pressure when she could not keep up with the pace of her oteagued by
saying “I felt frustrated each time | got stuck, and espigcishen you see your
colleagues progressing along you. | hope you won’t mind to hear thaught many
times to leave your project” (006:01). However, she says she didelatrider pressure
in the phase Il when she worked with other colleagues on the sameért which she
found a lot of support, and there was no rivalry that somehow prevaildu ifirgt
semester. She enjoyed working together on the same puzzle muctiharoren the
individual one in the phase I. She remarks, “I was comfortable c@nfortable. So |
now think EP is not difficult to practice” (006:02). Comparing phasath phase II,
Hameed does not feel a significant difference between theranjdged both sessions,
and learnt from applying EP principles in his teaching. Howéneebelieves that phase
Il was more hectic and interesting than phase | in which hdyreajoyed the
experience of debating, discussing, and talking, and hearing differsws on the
same issue, and negotiating on other issues. He learnt avietliings in phase 1l such
as how to develop a questionnaire by going through phases of questiensbeelnd
ordering and formatting phases. While comparing phase | with ph&eumaila liked

both phases, but found phase Il more “enthusiastic and easier” (004:®2¢. decond
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phase, she felt more at ease in sharing views and participatiligcussion. Whereas in
phase | as every individual had his/her own puzzle, there was lackeoést, and
enthusiasm in discussion from the participants. She further thiaktsthe second
phase gave more chances to discuss issues in detail and deptall,&her thought the
second phase was more useful as they enjoyed group meetingStzelenjoyed phase
I, saying “No, | already told you this session was interedtkegwe had one goal, one
direction. And, no competition at all, as there was in phase 1, cibimpéike talking
too much and showing (off) | am better than other. | did not find #ding in

here”(004: 02).

The difference in the mechanism of phase | in which participantsedan individual

puzzles and phase Il where they worked collectively on a smgiele draw interesting
opinions from the participants. Their reflection on both phases, on onedbaodbes
EP practitioners’ difficulties while working on individual puzzles\daon the other
hand, highlights the advantages of working collectively on a single pWxning on

individual puzzle may develop a feeling of rivalry to win over eatieroas mentioned
by Ishrat, which could result in frustration among those participahts lag behind.
Working on a collective puzzle has potential to diminish unfriendlyrfgelwhich may
possibly take place when colleagues work on separate puzzlest. thi participants
appreciated and rather admired the working environment of phasectingsared to
phase | by admiring it as a more friendly, very supportive, ergbtis| creating more
space for open discussion, debate and negotiation, creating a rafekedmfortable

environment.
4.11.3.EP as an approach to teacher development

According to Ishrat, EP is a fine approach which helps a lot inphafiessional
development; she thinks one of the best aspects of EP is to involmertean the
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inquiry. She thinks that in usual practice, we (teachers) alvgayse our students, but
now she realizes that “without them it's not possible to understa@dproblem”
(006:02). She cites the example of ICP which according to heramasry useful
practice, but by involving learners, she came to a real uadeling about it. She thinks
there may be many such other problems in our classes which coyldeonhderstood
properly by involving learners. According to Hameed, EP provided hiigrafisant
realization regarding his misunderstood beliefs about teaching wtaoh bvought to
the surface by working on his puzzle. According to him, EP is teeviey to clarify
ones thinking about teaching. Hameed shows great regard for EP agpraach to
teacher development compared to in-service teachers trainirfgethat attended in the
past. He suggests that, EP is better because it helps us toindegendently on
different issues that we face while other teacher trainingrams just focus on one or
the other skill. Shumaila believes that by applying the principldsP, she feels more
comfortable than before as a teacher. She suggests that, befde® thmject she
focused on bringing in useful material and trying to present thearproper way. She
never considered other factors such as developing interaction vathets to
understand what factors were affecting their progress. Hawaefter the project, she
realized that students played a significant role in the processaciiing and learning.
Before that she always focused on her teaching skills, and nevadered the factors
which were affecting learning outcomes. Through EP, she learnt thodevelop
understanding about her learners’ problems. According to her, sheeabzes, “Yes,
students should be active participants, if the learners do not give pemolirack or
input than how can a teacher analyse that students are learmag.ar. learners’ role

should not be ignored, they should be given the dominant role”(004:01).
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Realizing the significance of EP as an approach to teachemgewenht, the participants
suggested to employ EP for the professional development of Englitdsgomals in
the USJP. Shumaila deems EP as a quite suitable approach foprofessional
development of teachers in the university. Hameed says insteadaafjing other
training programs which he has attended so far at the USJmhokR e utilized for
the professional development of teachers. Ishrat recommends thahdtid be
continued at the institute. She thinks “EP would be the best choice oduts t
simplicity... it helps us a lot to improve our teaching and understamgrioblems of
our students”(006:02). She thinks all newly appointed teachers at theténstust be
introduced to EP. If they become familiar with EP, they will &gde to work
systematically for their professional self-development and wooidhave to struggle at

the beginning of their career.

The participant-teachers highlight various useful aspects of EP as ancipjoré@acher
development. Ishrat is attracted to EP because it is simple (easywtiogpr@humaila is
impressed with the way EP accommodates the learners’ involveaméiné process.
Hameed, while comparing EP with other teacher training proghentsas attended so
far, appreciates EP as a more holistic approach which ca iasaddressing a variety
of issues rather than just focusing on one aspect as happens sonoftaming
programs. Both Ishrat and Shumiala appreciate EP’s emphasis oleathers’
involvement and the significance of their involvement for their psodesl
development. It is also very interesting to know that Ishrat foune&dsy to practice
despite the fact she faced a great deal of difficulty in aki@g the principles of EP in

the first phase of the project.
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The results presented above in this chapter are collectechitga of ways: individual
and joint puzzles. Next, pre-interviews and post-interviews areistied in relation to

research questions in the following chapter.
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Chapter Five: Discussion of Results

5.1. Introduction

In this chapter, results are discussed in relation to our oksqaestions: 1) Evaluating
the practices employed in this project in the light of the principles of EF#éroaid this
EP project abide by the principles of EP; 2) What is the conibudf EP in
developing understanding about the issues faced by ELT professionR®; B3 What
is the significance of EP as an approach to teacher devetbopmthe context of the
USJP? While discussing each of the above research questionsiréquiently refer to
the results presented in previous chapter, and where necessalipkvihem to the

relevant literature.
5.2. How far does this project abide by the principles of EP?

In order to seek the answer of the first research questioneskarcher evaluates the
work of the participant-teachers in the light of a set of EXspsnciples and two
suggestions (Allwright, 2005). The purpose of engaging in evaluationseettdiow far
teacher-participants were successful in abiding by the EP mescivhile working on
their respective puzzles. By engaging in evaluation, we come to know if artypaeaut:
teacher departed from the principles and to assess if the@ngrpistifications for
departing from the essential principles of EP. Before we pdotealiscuss the first
research question, | deem it necessary to mention that theatwa of the project is
carried out in a way six principles and two suggestions weoeisled in the literature

review chapter.
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5.2.1. Put the quality of first to understand language classroom life

The first two principles of EP suggest prioritiziggality of work to developing
techniques and skills, anshderstanding the life in a language classrdoefore finding
a solution to a problem. So in this section, | am evaluating thepfizeles; four from
phase | in which individuals worked on their respective puzzles includieg t
researcher's own puzzle, and the one from phase Il in which aflbers worked
collectively on a single puzzle. The evaluation is made so that#uer can analyse
how far we have been successful in respecting these principlesyrerd we have

made mistakes. Either way, it will enhance our understanding of the EP project.

The puzzle by Shumaila dealt with the issue of jealousy/ riveingng students in a
large (combined) class. Jealousy/rivalry is a natural phenomenomramiained class
consisting of students from more than one department. Life in adgegclassroom
particularly in a combined class at USJP is already a congule which would have
aggravated if not tackled well. Shumaila in her puzzle tackledctimsplex issue of
rivalry in a simple way by puttingquality of life” first and thenunderstanding
language classroom lifenstead of taking a hasty decision to find a solution to the
problem. The puzzle titledvalry in a combined class/ large claskes not emerge
spontaneously but is discovered by following a wise procedure. Haelhghit
learning environment is not as good as in her other Remedial labsesets up her

journey to explorguality of workin her combined class.

By following the first two principles of EP, Shumaila was sgebd in addressing the
issue in her combined class. She would not have diagnosed the main cavesieyah
her combined class if she had not prioritizedgbality of workand would have gone in

the wrong direction if she had not taken the serious effortmaerstanding language
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class room life Shumaila’s puzzle challenges those who “promote technicist and
problem-solution orientations in education” (Gieve & Miller, 2006:18). ddrass the
issue, Shumaila did not resort to a technical solution (in form oddating a new
method/technique), instead approached the issue by ptitenguality of life firstas
suggested by Allwright & Hanks (2009). Thus, Shumaila’s exploratigoports the
view that, description leading to prescription cannot assist in\aegi¢he quality of
work which is possible only if we workrimarily to understand language classroom

life (Allwright & Hanks, ibid).

Hameed seemed to have been misguided by his implicit beliediddog period of time
and seemed to have been wasting time and efforts on deliveringelewithout having
sufficient understanding of the problemhy students did not take interest in English
was because they did not know the importance of learning Endhstact his problem
was that he was unable to plé quality of work firsand had been trying to address the
issue without workingo understand language classroom .lifEhat is why Gieve &
Miller (2006) maintains that quality of life is a complex phenomenbichvrequires
serious effort to understand before moving further. While approachingsshe in
accordance with the first two principles of EP, Hameed expetikatmost a similar
situation as Naidu et al (1992) and ultimately realized that tlvere different issues
from those he had been thinking of. The results of the inquiry intoeddis puzzle
reiterate the fact it is essential to understand life irarsguage classroom before
changing anything, as there may be a situation which camabdled well through

undertaking first two principles of EP.

Shoib Shah’s timely inquiry into his puzzhy learners liked “The Age of Probot”
more than the first unit “ Traffic Nightmare“rectified his misconception, and saved

him from moving in wrong direction which would have aggravatedsthmtion
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instead of resolving it. Shoib Shaht the quality of work firsinstead of treating his
issue through a technicist approach by applying best method ceggtraie then
embarked upon understanding the issue by involving learners to work osigmmant

so that they could let him know their views about two units. By viofugpplying two
principles, he was successful in dealing with the issue in desimypnanistic approach

and saved himself from developing misconception about two units. Undertiddang
first two principles in normal teaching seems to have a lotigiif&cance in the
professional development of teachers. They helped Shah to avoid developing

misunderstandings about two units.

The researcher was puzzled by the feeling as if somethimggwvas happening in his
classroom teaching. Tonderstand language classroom Jithe researcher embarked
upon the journey of exploring quality of work by prioritizing his leasnéle did this by
involving learners to develop shared understanding of the issues and thetedo
suggest ways to approach the issues faced in Remedial Enlsh dThe most
significant aspect of this puzzle is that understanding of lamgdagsroom life seems
to become easier when learners are encouraged to take part becausectiiey ability
to express themselves, rather than their responses being predictedirbteachers
(Allwright and Hanks (2009). No matter how the quality of life in fhaguage
classroom may be daunting and elusive (Gieve & Miller, 2006), |ledraetive

involvement in the inquiry can easily bring it to the surface.

The collective work by EP practitioners inquiring into the efficaf ICP provided
unexpectedly surprising findings which are quite different from tlansieipated by the
teacher-participants. The findings showed that ICP is not an ieffeigchnique as
deemed by the teachers at the USJP. The understanding aboamé&my virtue of

applying the first two principles of EP. It can be argued thatquality of work has
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never been the priority of teachers at the USJP, that igssbg of ICP was becoming
chronic and was not being attended properly. The inquiry into ICP by ukidgrta
principles of EP undid the myth regarding effectiveness of EP andlbr forth actual
facts about it. By putting theuality of life first all the participants workegrimarily

to understand classroom life two stages; initially, individual teachers conducted
inquiry into the efficacy of ICP in their respective classg&imploying normal routine
teaching activities, and at the next stage, a questionnaire swagyonducted ona
large scale to find out more about ICP. The decision of conductirgfurtquiry in the
form of a questionnaire survey was carried out to confirm this gggamBY virtue of
undertaking EP’s first two principles, the teacher-participaméze successful in

developing understanding about the issue of ICP.

The inquiry into ICP conducted in the light of first two principlese#t diverts our
attention to Allwright's six promising directions for applied lingigs (2006). These
promising direction help us understand logic behind accepting teaaihigarning as
life rather than work. ICP has been applied as a technique to devedoiety of skills
among learners over forty years at the USJP. However, deattave not tried to
understand its significance by puttitige quality of work firstbecause they assumed
ICP was a long lasting remedy for developing skills amongéza. Considering any
technigue to be having lasting solution is against the logic beceassenlg a language
is a highly complex process which must not be taken as a simplesprticbe carried
out by finding or implementing a best method (Allwright, 2006). Rathsrinherently

a complex process, which cannot be handled by searching for geokrabns for
common problems but via developing a co-constructed understanding of the local
situation through collaborative efforts by both teachers and leaiakngight, 2006).

The inquiry into ICP reaffirms the wisdom behind Allwright's (2066} promising
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directions for applied linguistics that the life in language classroom ischaeging and
more unpredictable from context to context from one time to the athehe universal

solutions, and long lasting remedies are against wisdom and common sense (ibid).

The teacher-participants were successful in applying thetdistprinciples of EP in
their teaching. By virtue of undertaking these two principles, tmécjmant-teachers
handled different issues in a humanistic approach without resortengyttechnique or
changing their classroom pedagogy. Undertaking the first twociptes of EP
particularly in the context of the USJP are of paramount impatdioc the
advancement of the ELT profession. On one hand, they can help us develop
understanding issues such as ICP which have been pending over long period néitime a
hindering the progress of the ELT profession at the universitth®wother hand, they

can help teachers to rectify their misconceptions and avoid developing
misunderstanding about teaching and learning (see the EP work @edand Shoib
Shah). The use of the first two principles of EP in the contexteofEl. T profession

atthe USJP can bear fruitful results if applied successfully as by thegzarts.

5.2.2. Involve everybody by bringing people together so as to work for

mutual development.

Since EP focuses on collective understanding by considering teactteitudents as
equally important, EP tries to ensure everybody (both teacttetearners)has the
opportunity of “reaching whatever level of understanding they are aapéhhowever
‘deep’ or ‘shallow’ that may be”(Allwright and Hanks, 2009: 151). Tlaswhy
principle 3 emphasizes that learners should be treated as ‘f@dldiwipants” and “co-
researchers”. Principle 4 focuses on establishing collegialomdato frustrate forces

which seek divisions between teachers and researchers, ahérseand students.
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Principle 5 mentions that collegial relation would bear fruit ohlliinvolved work for

each other’s development.

In order to implement the above three principles, we require ageha attitude
between teacher- learners’ relations inside the classroom,batwieen teacher-
researchers relation outside it. In the EP project, the pamitsgentertained a variety of
relations: teachers with learners while undertaking principle higir trespective
classrooms, teachers with teachers while working as memb#re &P group, and the
researcher with teachers pursuing his academic agenda. Thussdhecher evaluates
participants’ involvement in a mutually beneficial enterprise hod they worked
together towards understanding an area of common interest. To fedubhi the
researcher examines 1) whether teachers treated thwiereas ‘fellow participants’;
2) whether teachers enjoyed good collegial relations; 3)whetheesearcher served

his own agenda or worked for the agenda of insiders.
5.2.2.1.Collegiality between teachers and learners

Since EP highlights the role of learners in investigative vodrét classroom, it insists
on teachers maintaining collegial relations with them. Withocolkegial relationship
between learners and teachers, EP research cannot make pragraseers are quite
often the source of puzzles, and without their cooperation, it is vifiguttito develop
understanding. Thus, it is essential to engage learners in tistigati®n so that a deep

understanding of classroom life should be developed (Allwright, 2003).

In each of the five puzzles, the teachers involved learners in @assr@bm inquiry
which resulted in the understanding which was of interest for both teachersuareade
For instance, Shoib Shah investigateldy students took more interest in reading unit
Traffic Nightmare compared to Age of Probwmas directly related to the learners’

choice and interest in the said units. Thus, without their particip#twould not have
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been possible to understand the issue which is why Allwright and HRK®9)
maintain that the learners can express themselves ridutiertheir responses being
imagined by their teachers. Although the plot for inquiry wasupeby the teacher
himself who gave an assignment to his students to write tkes &nd dislikes for
various aspects of the two units, the real actors were theetsathemselves who
expressed their views about both units. The understanding developedhthhasig
inquiry resulted in the professional development of Shoib Shah asrifiedahis
misunderstandings about the units. In future, he will be approaching this issiwe|yosi
in light of the understanding developed via inquiry so that betteritepcan take place

among the learners.

Shumaila investigated rivalry in a combined class, she (ERitpraer) seemed to be in
the driving seat determining every move but always kept the focukeasners’
involvement. In the initial development of her puzzle, she controlledy eneve, made
observation, wrote notes, but then involved learners in remainder stagegdying
them in a group activity so that she could seek their views aboisstieunder inquiry.
In the end, she culminated her inquiry by seeking active involvemeeawfdrs in the
inquiry by arranging a group debate. Although she started aloneakingnpersonal
observations and writing diary notes, she then immediately involvedelsam the
crucial stages of the inquiry by seeking their suggestions, and involving them topdevel
understanding about why learners felt uncomfortable in their comhilteess. The
outcome of this inquiry was equally beneficial for both the teaahé her learners. She
tackled the issue via cooperation of her learners while leantibzed their feelings of
rivalry in a positive way by participating in the debate arehiing favorable learning

environment in the class.
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At the beginning, Hameed involved learners to inquire into his longlesttad notion
of why students did not take interest in learning English. He,whet further into the
inquiry of his puzzle in light of the learners’ suggestion, and inebblhem again for
further understanding of his puzzle. In his whole inquiry, he seemsvid rhade a
decision according to his own discretion, but at each step he doesfoahgo without
involving his learners. Hameed allows his learners to work apad@ipants
(Allwright, 2003) with him to rectify his inaccurate notion, and desdja further line
of action to develop understanding about other issues in the classroang Hatified
his inaccurate notion, Hameed, on the one hand, will be able tadgst the parasitic
activity of delivering a lecture. On the other hand, he wjllttr approach the issue

properly in the way beneficial for the learning outcome of his learners.

The researcher’s puzzle of dealing with the issue of collabora¢itveen a teacher and
students/learners, assigned the leading role to his learrexploring the quality of life
in the class. He embraced the role of facilitator, while lamiers played an active role
in understanding classroom life by making decisions, and setting divections
independently. He seemed to be encouraging his learners to assuroketof learner-
practitioners who are “capable of taking learning seriouslytaking independent
decisions, and of developing as practitioners of learning” (Allwrightt Hanks
(2009:152).By working together with learners, he not only improved hchireg, but

also addressed a range of issue hindering the learning process in his class.

Similarly, in the teachers’ shared puzzle, where there wasqairy into ICP, learners
were actively involved in the inquiryhe purpose of involving learners was to identify
their views about the practice of ICP. At the first stageryewedividual teacher
conducted an inquiry in their respective classes seeking tolderaers’ viewpoint

about ICP. Having observed learners’ views, the large scale inguaisyconducted
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through a questionnaire survey by employing the stratified sampieghod.
According to the initial plan, we were to involve learners ingténg the questionnaire
but could not do so due to some restrictions. Since this inquiry wastternof
understanding the views of learners about ICP, it therefore did sighasctive role to
learners. However, it provided full opportunities to learners to esptiesir long
suppressed views freely and independently about ICP, and offer suggtsiiopsove
this practice. That was the reason why learners came ufarih criticism of ICP. For
instance, they demanded that ICP should be removed. Other student®askesk the
pattern of ICP. In this way, the outcome of this inquiry resultdaetter understanding

about ICP beneficial for the teachers’ professional development and stleimisg.

While analysing the level of learners’ involvement in EP reseaarried out by
teacher-participants. | would say the involvement of learners, thmaghnot have
been to the level desired by Allwright (2003) and Allwright and H4BR€9), but it is
very inspiring and more than anticipated given the circumstaimceghich these
teachers work. At the USJP, the teacher-centered approach is adgpesthers to
teach English in which they usually rely on delivering long lestand learners remain
passive listeners. Teachers hardly involve their learners isratas decision making.
It was a reason, Shumaila in her post-interview mentioned that dh® li@ce a great
deal of difficulty when she invited students to play an active iroltheir classroom
while undertaking the principles of EP. According to her, since stsideimb attended
the USJP are familiar with listening to long lectures frowvairtearly education, it was
very difficult when she engaged them in activities or invited thetmate their say on
classroom affairs as part of inquiry into her puzzle. The studbatgesl resistance and
looked down upon the activities designed for inquiry as a useless e&#eilpespite

having such an environment where there is lack of interaction rathénteraction
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among teachers and learners on the classroom affairs, EPigmactithave achieved a
great success in getting learners involved as part of the EP process. Invedviregs in
the classroom inquiry paid well in the form of understanding dassilife beneficial
for both teachers and learners. The teachers and learners intbkmdelves in
mutually beneficial enterprise and worked together to understansstnesifaced by the

ELT profession in the USJP.
5.2.2.2. Collegiality among teachers

Allwright (2003) believes that collegiality between teachsmnore likely than between
teachers and learners because teachers have common intemestsimdar job
responsibilities which enables them to form working relationshipsharasserts that
working within the framework of EP can bring teachers to work together by overgomi

professional jealousy, and personal problems that may exist among them.

In this section, we are evaluating the collegial relation®a&athers working within the
EP framework. It's difficult to measure how far the EP framewnhas been successful
or unsuccessful in establishing good collegial relations among ¢neoers of the EP
group during the project because we did not have an insight aboutefaéons in the
past. Nevertheless, the following discussion will provide some ingsigharding

teacher-participants’ relations with each other during the project.

The project as a whole did not witness any break up of relation garmteagues.
Nevertheless, there had been some occasions where teachers dijogogaod
collegial relations. Some instances of tension among colleagues oczniyed phase |
of the project. For instance, one of the participant teachersdrfamale group (phase
I) reported that some colleagues were not generous to share views andgoféstions
but were rather becoming hesitant and jealous. This may be taedeeas a member, |

had also observed that environment in the female group meetings ovastense
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compared to the male group meetings. The female membersotoetsmart each other

by dominating the discussion by focusing on their respectivelgsjzand sometimes
arguing unnecessarily to the point where | had to intervene to stapgilm@ents. Thus,

there existed some sort of tension in female group meetings) wiag have been due

to teachers working on their individual puzzles. Working on separatelgs might

have created a sense of rivalry and competition causing some swessfire on the
participants. Thus, one of the female teachers reported in heriemiethat she felt

under pressure and frustrated when she was not progressing on her puzzle. She therefore
thought of withdrawing from the project. This also confirms that there was sonmntens

existing in female group meetings in phase I.

We didn’t find any rivalry or tense relations among colleagnephiase Il in which
participant teachers worked on a single issue and demonstratededierg example of
collegiality. This is the reason that both the teachers who hateddo some tension in
phase I, found a relaxed and more cooperative phase Il, where theyfelat ease in
sharing views and discussing issues due to a common interest atisioigworking on
the same puzzle. Interestingly, in phase I, teachers regbeethey had found support
from their colleagues, and there had been no rivalry thatdradreow prevailed in the

phase I.

Overall teacher-participants enjoyed good collegial relations wie another during
the whole project. The tense relation among some colleagues ia plecasild have
happened due to two reasons; firstly, working on separate issues in Iphase
developed an environment of competition and rivalry particularly amongléem
participants. Secondly, the negative feelings affecting collegiations hindering
mutual development among some female participants might haverd®ted in their

personal relations dating back rather than their participation igr&kp meetings. | had
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observed and listened to some reservation shown by female teadiepgoats for
each other which might have affected their collegial relationsmgluhe project. The
phase Il provided an ideal environment for teachers to enjoy pediegial relations.
In view of the facts, in both phase | and phase IlI, | think EP providadher
participants a good platform where they worked for their mutual derednt by
enjoying good collegial relations. Teachers assisted each wth&orting out their
puzzle, developing investigative procedures, and encouraging each other.arhelye

sharing their views and experience about learning and teaching.
5.2.2.3.Collegiality between researcher and teachers

Allwright (2003) also dwells on the collegial relation betweeraaademic researcher

and teachers. He condemns the traditional role of academicatesesawho seek their
interest by treating teachers as objects of study, raftaer @as collaborators in their
research. He thus suggests that in the EP framework, the ral@démic researcher
should be as a consultant and facilitator advising on the conduct of investigations so that
teachers could pursue their own agenda, rather than being used fotetiests of
researchers. By doing so, teachers can build theory from theirresearch in their

classroom which will be useful for the immediate context.

My role as an academic researcher throughout the project éasrbaccordance with
the suggestions made by Allwright (2003). | worked as a teacheuwltamtswhile

completing my academic research, and allowed participant-teaichpursue their own
agenda/puzzles of their choice so that they could work for their pimiats
development. In addition, | also worked with them as a fellow ERifoaer while

carrying out my academic work, which facilitated us to haveebebllegial relations.
We treated each other on equal terms, and worked together as merhbeteacher

community to enhance the ELT profession in the USJP under the framework of EP.
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5.2.3. Make the work a continuous enterprise by integrating reseaitt into
pedagogy
In order to continue the practice of EP as ongoing processgegisential to act upon
Allwright’s (2005) two suggestions which clearly indicate to mizenthe extra effort
of all sorts for all concerned by integrating the “work for underding” into the
existing working life of the classroom. By utilizing routine teachiativéies as tools of
data collection, the EP practitioner does not only save him/hersef $uffering
burnout, but also avoids interrupting the normal flow of teaching. To ‘ritekavork a

continuous enterprise’ is very important because, “...any langukgsraom is a
dynamic social situation, such that any understanding reached @mamgcasion may
rapidly become irrelevant” (Allwright, 2003:130). Thus, EP practitisnezquire
understanding language classroom life as an ongoing process, fdr whg not

possible to carry on with academic research tools which amnhotifficult to acquire

but require extra effort and time to apply them.

In this section, we seek to evaluate how far we have been dutdasmtegrating
research into pedagogy by analyzing the procedures adoptedtéocallection in the
puzzles by EP members during the project. Integrating reseéaichpedagogy is

essential to act upon the sixth principle of EP (Allwright, 2005).

Shoib Shah utilized assignments as a tool for data collection., $iecassignment is
part of student exams which carry five marks for each modulecim gamester; it is a
good example of a data collection tool that integrates reseatohpedagogy to
minimize the extra effort. For instance, the learners worked oastignment, and the

teacher’'s assessment was part of the existing working life in theodassr

Shumaila started with making a personal observation of combinestslédlowed by

writing some diary notes. She then arranged a group speaking aesvityeans to
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collect information on the issue under inquiry. At the end, she choseeatisexfrom
unit 2 to arrange a group debate activity by dividing students notgpg according to
their departments. There were subgroups of female and male studemiach
department as well. So in her puzzle, with the exception of diary wbiek may be a
little extra work, the rest of the techniques were best inegriato the working life
without adding extra burden on the teacher and the learners. Evearfondies, there
is some justification that many teachers maintain it asgfdatteir professional work.
Thus, Shumaila was a teacher who regularly engaged in the eracéimtaining a

diary.

While struggling on the progress of his puzzle, Hameed decidedattgara classroom
activity in which he asked students to write the reasons whydidayot take interest in
English on small chits which he took home, and sorted them out hinh$ed leisure.

Being surprised with the result, he arranged a debate asfparspeaking activity in
which he invited speakers/learners to speak for and against the ¢bpse During the
debate, Hameed wrote notes of important views which he later ugectfdare his
lecture for the following day. If we judge the criteria empd\oy this practitioner for
his data collection, these seem to be turning away from therigdeabf EP integrating
research into pedagogy. However these techniques are not as codiffilext, and

time consuming as academic research tools. Since he was a BBvpractitioner, his

slight departure from the essential principles of EP can be ignored at tleis stag

The researcher started with a personal observation assistedgheitt notes. Having
identified certain issues, the researcher employed a grouptyaets a main tool to
collect data. He then took the summary of the discussion from eagh €yritten by a
group leader) at home, and sorted them out at his leisure. Afterhthifequently

engaged learners on various occasions while applying or droppingssiong or
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making further inquiry as part of classroom discussions. The growiyaathich was

used as a main tool of data collection in the researcher’s puazlevell integrated into
normal pedagogy proving to be a genuine speaking activity whicagadntly used by
teachers in Remedial English classes. The teacher sparedtsne at his leisure to
read , and organise the learners suggestions from their group iissushich may be
a little extra work, however, it did not demand a great deal afjgror time that may
exhaust a practitioner to continue his inquiry. Over all, the relseautilized normal

routine activities as tools of data collection in his puzzle.

The inquiry into ICP (individual class presentation) was conducted onstages. In
stage I, individual teachers in the team carried out an inquityein respective classes
to identify the views of learners about the ICP practice. e $econd stage, a

questionnaire was employed to collect data.

At stage |, each team member used different methods of datetioolleShumaila had
an informal chat with students about ICP. In contrast, Ishrat askedels to write
about the significance of ICP in their learning of English. Tlearscher employed a
Dialogue Practice activity to discuss the significance &f i€a class. Hameed, instead
of conducting inquiry about ICP, worked towards trying some altersatoséCP such
as group work /pair work. In the second phase, teachers mutualfiedeoicollect data
about ICP via a questionnaire for which teachers worked together tmperejroup
meetings. The response of learners to open questions was discussd meetings,

and closed question data was analysed by using SPSS software (by tloheesear

At stage |, the methods employed for data collections can bégddtiecause they did
not require extra work or energy, and did not disturb the normal rotee@hing
activities. Some of the methods i.e. dialogue practice was angemxample of
integrating research into pedagogy because dialogue practiGveasivity in a unit in
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which teachers asked learners to discuss the significance of ICRiiosta@other topic.
As for the rest of the methods adopted by other colleagues, iggy mot have found
opportunity to fit their inquiry into their normal teaching practitieus they resorted to
different ways i.e. using chits, having a chat which can also biégdson the ground
that they did neither require extra work nor caused a significéerruption in normal

teaching.

A serious concern can be raised regarding use of a questionnaioel asf data
collection because it did not abide by the two suggestions from ighw(2005) to
minimize the extra effort of all sorts for all concernedmake the work a continuous
enterprise.” However, the choice of using a questionnaire dhbesjustified keeping
in view the team members’ mutual decision of using a questionnadédha pattern of
developing the questionnaire and analysing data. In the first instance, it wiesldbat
each teacher would engage learners in their respective classes to depedspannaire
to evaluate the significance of ICP because developing a questowaaran exercise
in a unit to be carried out as a classroom activity at the @frinquiry. Nevertheless,
some practical concerns did not allow us to do this. Firstly, leacwrd have faced
difficulty in choosing appropriate questions for ICP, second, soauhées had already
covered this activity and asking learners to work again on dewglapiestionnaire

would not be useful or part of normal classroom pedagogy.

The decision of using a questionnaire could further be justified on thaviiod
grounds: firstly, the teachers were already familiar witvetling a questionnaire as it
was an activity in a unit; second, the pattern in which questionnaisedeveloped
shared the burden as all participant-teachers worked togethemoiyng together,
teachers did not feel exhausted. Data analysis was also dameanner which did not

prove to be a burdensome process. The open question data was analybed, tge
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closed questionnaire data was analysed using SPSS by thehesdamself making
the job easier for the team members. This may have beeraiumriat all participants
appreciated and enjoyed the process of developing the questionnaire, gamauukita
as reflected in their post-interviews. In this way, an acadeesearch tool could be
employed within the EP approach if the burden is shared in a wiay tleees not cause

burn out.

By utilizing routine teaching activities, the teacher-partictpehave been successful in
carrying out good research by getting teaching done “in a thay fosters the
development of understanding in and among all the participants.” rigiitnv& Hanks,
2009:154). They made a good demonstration of integrating the “work for
understanding” into the existing working life of the classroom tok&nthe work a
continuous enterprise” (Allwright, 2005). Since life in the languatgssroom is
dynamic in nature, we cannot prescribe a lasting solution. To undeigtama the
language classroom, it is necessary to revisit it reguldty this, the option of
academic research is not suitable. Thus, in view of investigainis which did not
require extra effort and additional time employed by EP prawéts during the whole
project suggests that EP is a more friendly version of teaekearch (Dérnyei, 2007)
and is a good alternative to Action Research which relies ateatc research tools.
By adopting EP, the practitioners can make the work a continuous esgenpthout

burn out to contribute well to the enhancement of the ELT profession.
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5.3. What is the contribution of EP in developing understanding about

the issues faced by the ELT profession at the USJP?

The second research question which seeks to find the significarkf® a$ a form of
practitioner is answered by evaluating the contribution of ER warried out in the
form of puzzles by the participants. The researcher evaluates how faptizetes were

successful in addressing the issues faced by the ELT profession at the USJP.

As mentioned in the previous chapters we had two EP groups at the bggfrthe
project, but due to drop out among participants, we mutually decided g rifeam
into a single group. Among eight participants who worked in two graumbg four
concluded their puzzles, whereas the other four only identified puaatesnade only
little progress on their puzzles. First, the researcherssssethe relevance and
significance of the puzzles carried out by the participatkers in relation to the

issues identified in pre-interviews.

The researcher acknowledges that teacher-participants did nobpéckroblems faced
by the ELT profession at the USJP. Nevertheless, some pulzzbddress an aspect of
these broad issues mentioned by teachers in their pre-interviewsexample,
Shumaila’s puzzle about rivalry in large classes addresseswamassociated with large
classes. Shoib Shah’s inquiry into the puzzhe students liked Unit | more than Unit
Il deals with curriculum issues. Ishrat’s inquiry into her puzzle tried to adtieessre
issue of variation in proficiency level, but no progress was madepUd®es taken by
other teacher-participants only dealt with some of the minor isseesioned by the
participants in pre-interviews such as, how to raise confidenom@students, why
group activities do not work well in Remedial English class,vanyg students take less
interest in English compared to their major subjects. The nade&s puzzle which

dealt with the significance of collaboration between learners and teaoleclassroom
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teaching and learning environment at the USJP also did not touch thek isoas

mentioned in the pre-interviews by the participants.

There are some reasons why teacher-participants had not pickadhssues. Firstly,
the project did not have an exclusive focus on certain issues, adld have been
against the spirit of EP if the researcher had set the agenithe fparticipants by asking
them to pick up core issues. The purpose of the project was to intrtehateers to
some platform so that they could carry out some inquiry into thuesstaced by the
ELT profession at the time of the project, and to continue their yguithe future.
Secondly, it was practically not possible to address the broaesi§gcause there were
too broad and multifaceted if analysed closely, so they need talkledaradually. In
this regard, Shumaila’s puzzle shows a good precedent of dealthgawbroad
issue/core issue of large classes in Remedial Englishmpisein addressing a broad
issue in one sweep can result in failure and frustration as cateeof Ishrat who tried
to deal with a core/broad issue of variation in the proficieeggllamong learners in
her class, but felt frustrated and thought of withdrawing from the@rajhen she was

unable to make progress.

More detailed discussion about relevance of each puzzle by fourigetiteachers
who completed their inquiry into their respective puzzles is giveawbd he answer to
the first research questions largely depends on the analysis ébur puzzles by the

participants in the phase | and team work on a single puzzle in the phase II.
5.3.1. Shoib Shah

He was the only member of EP group who inquired into a puzzle rétathd issue of
curriculum. As mentioned in the introductory chapter, the existingcalum was
introduced in 2005 without consultation with teachers and since then nonaiiste

inquiry was conducted into the efficacy of it. However, the teaph#dicipants had
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showed difference of opinion based on their personal experience afboatyebf the
curriculum in the pre-interviews. The majority of the partcipteachers have
appreciated the syllabus as a positive change particuladgmparison with the old

course.

It is worth noting here that this puzzle was developed when hismasi®n that students
seemed to be less interested in the second unit “The Age of Prebmiirgared to the
first unit “Traffic Nightmare” was challenged by the disagreenaé@inother member in
a team meeting. So Mr. Shah decided to frame this into a pumzleduiry. The
findings of his inquiry proved his assumption wrong. Theme wise, studeadsunit I,
and vocabulary wise, both units were found difficult but students found niticaildi
words in unit Il as compared to unit I. Students found exercises éniies in unit II
very interesting and they did not like the exercise in unit thag were difficult and

boring for them.

Although this puzzle does not deal with a significant topic, it addesan issue
associated with curriculum. It is thus significant in two waystly, it sets a good
precedent for conduct further inquiry into the issue of syllabuséclurn on the large
scale which means other teachers can emulate the procedure, and cuquogcinto
various issues associated with curriculum according to their own tenldirsy.
Secondly, it reinforces the notion of EP that a deep understanding sleod&leloped
before taking any action to change as many issues requicggad solutions can be
handled through dealing with quality of life (Naidu et al, 1992). Thus,itiguiry into
his puzzle rectified Shah’s misconception. He acknowledges ttisirfahis post-
interview, “In the beginning | thought it is unnecessary to work d¢putzle) because
initially it looked very petty issue and | thought why should | wankit since it has got

no relevance with either learning or reading but then whemrtest work on it, |
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realized that | was coming to know many new things which | did nesgin the

beginning”(005:02).
5.3.2. Hameed

In his four years of teaching experience, he always assuméedhthaeason why
students did not take interest in English was because they did nothkaomportance
of learning English. To convince or persuade students to take arsintetenglish, he
used to deliver a lecture at the beginning of each semester onpbeance of English
as a global language, and its role in the students’ careespit®ealelivering a lecture,
he had not found a significant change in the learning attitude oé#isdrs towards
English. He, thus, decided to work on this issue and framed it into aepwdry aren’t
students taking interest in learning English in the class?” §eurprise, the findings of
his inquiry showed a different picture than what he had expected. Irw#yis his
assumption that students did not take interest in English becausgidh®yt know the
importance of English was shaken, and he then started lookingsatssiie from

different angles in light of his inquiry.

This puzzle sheds light on the prevailing learning and teaclingsphere at the USJP
where many issues are taken for granted. In case of thisipeamt, he assumed that
students did not take interest in learning English because thewadidknow the
importance of it, and thus developed the solution for the problem without denglopi
understanding about it. This attitude exists due to lack of awareames®xposure to
research and inquiry (Khan 1997). In this environment, EP as form oftiprast
research offers them a chance to examine their long-estabhsiseamptions due to its
focus on developing understanding through putting quality of life first ianguage
classroom (Allwright, 2003). Hameed’'s puzzle was a matter ofratadwling life. It

could be argued that he seems to have misunderstood life withoutyéwe to explore
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it. Hameed had been approaching his issue with an action witheuigha full
diagnosis of it. Thus, his approach aggravated the situation insteagsbbiirrg it. By
undertaking EP principles, he was successful in attending thisvidgale opened new
venues for him to go further in the right direction. The EP work of étahsets a good
precedent for English professionals at the USJP to conductlaifigsiry into their
long established notions of teaching and learning. Such kind of inquithdastential
for the enhancement of the profession at the USJP. In this réffards a form of
practitioner research is the best way forward which cam pregtticipants challenge their

long-established assumptions via its key principle of understanding qualitg.of lif
5.3.3. Shumaila

Her inquiry initiated from her puzzle of why the classroom enviremnns better in her
Economics class than in the combined class. She carried out hergatvest by
adopting careful procedures in light of the EP principles, that studehtone
department did not feel comfortable sitting together with the stad&om other
departments, and there was some rivalry or jealousy existing athensfudents of
different departments. She decided to address this issue Ingiagaa departmental
debate competition in order to exploit jealousy/rivalry and turmto a healthy
competition. The classroom jealousy which was disturbing the envirorohdre class
served as an impetus in pushing learners to work hard. In her infdisnaksion with
learners, she heard positive remarks about the activity from #meels in which
learners found a positive way of expressing their jealousy tilngenvolved in this
activity.

This puzzle addresses an issue associated with large dsseédy language teachers.

As mentioned earlier, although measures had been taken in 2005 tesatidressue of

large classes by dividing them into manageable sections wh@assble, the issue of
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large classes still persists as a main issue in Remeégiglish as mentioned by
participant-teachers in pre-interviews. Teachers face atyafiéssues in large classes;
rivalry/jealousy is one of them. This puzzle addresses an aspectjefclasses rivalry.
The issue of rivalry was addressed by putting quality offirs. In this way, inquiry
into this puzzle sets the foundations for further inquiry into the isfuarge classes
which is an unpleasant reality that does not seem to be addressled authorities
concerned. Thus, it is better to start addressing this issuadgrtaking principles of
EP. There are two benefits of approaching the issue of larggeslaia EP. First, some
issues in large classes may be handled by putting the qualitifeofirst and
understanding classroom life. Second, deep understanding before imjhenamt
type of change in a classroom is essential. So if concerned idatharant to bring
some changes to address the issue of large classes, thderwdit from the EP
research on large classes carried out by the teachers. Wwathiseachers can contribute
in addressing the issue of large classes by sharing their éahgevlsought via

undertaking the principles of EP.
5.3.4. Fattah

The researcher resumed teaching after a period of about twa &atf years, and
identified his puzzle by feeling as if ‘'something was going wramdpis teaching. He

therefore started to explore what was puzzling him in his B&inEnglish class. He
noted a few issues that were frequently getting into his watgaddof working on each
of these issues individually, he framed them into questions, and #skedkrs for

suggestions by asking them to imagine what they would do if they t#achers who
were faced with these issues. The main purpose of this actiggytovmove learners

from their traditional role of passive listeners to active thislser that they could start
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realizing their significance in the process of teaching aadning and may become

capable of working as ‘co-participants’.

Although this puzzle addresses a range of issues such as behassguga) developing
interest of learners and increasing learners’ participatiam ¢tass, the main focus of
this puzzle has been on involving learners in a classroom inquiry, andtheakefeel
active participants in a class rather than being passive feaingolving students in
classroom decisions may seem quite novel in the context of the w&iB a teacher-
centered approach is in practice, in which teachers usually ocat teaching by
delivering long lectures, and offering students chance to askanseat the end of the
class. In such an environment, it is challenging for anyone to iavigarners in
classroom inquiry, and engage them in the process of reaching olopglege
understanding about the life in a Remedial English language classiitampts to
involve learners in the inquiry maybe thwarted in the first instance as neitdoet nor
learners are accustomed to working together. However, the presemd peeuais to be a
good demonstration of an attempt to engage learners in classroony imwogican also
serve as a model for colleagues in the USJP who may want tdaked&P principles

in their teaching.

This puzzle is a little different from the puzzles of othertipgants in this project
because in this puzzle, the learners play a dominant role in theyirmumpared to
other puzzles. The learners worked together in a form of grouptpcewveral times
during the inquiry in which they discussed issues and came out with ugefyl
suggestions to deal with issues faced in their Remedial dbnglass. There is no
denying the fact that the researcher himself framed the,is;1d asked the questions,
but learners were assigned a leading role in taking responysibilid making decisions

in the class. The active involvement of learners in this puzzlgleesnwith the notion
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of Allwright and Hanks (2009: 152) that, all learners in a classkaowledgeable
people who are “capable of taking learning seriously, of takidgpendent decisions,
and of developing as practitioners of learning.”Thus, in this puzzleprthetitioner

encouraged learners to move from their traditional role of passitendrs to active
thinkers so that they could realize their significance in tlozgss of teaching and
learning. In addition, this puzzle serves as a better praaixanple for other
practitioners to engage learners in the classroom inquiry whiet the heart of EP

research.
5.3.5. Inquiry into individual class presentation (ICP)

At the USJP, it is observed that teachers do not question the gtai, and take many
classroom practices for granted, and rely on untested assumptiomghascases of
Hameed, and Shoib Shah. The case of ICP is similar; teachersehithg established
notion that ICP is a very effective technique. Before inquiringli@i the participant-
teachers had a very positive regard for it. Inquiry regardingf@®made in two stages
in the second phase of the EP project; initially, individual teadtwmrducted inquiry
into efficacy of ICP in their respective classes by emppyormal routine teaching
activities. In their primary inquiry, teachers found that thers difference between
teachers’ views about ICP and those of their learners. In thestagd, we decided to
employ a questionnaire to conduct a study on a large scale todindore about ICP.
The decision of conducting further inquiry into ICP was made due todasons; first
to further confirm the fact as part of deeper understanding ossue iunder inquiry;
secondly that challenging ICP practice based on individual inqubye participant

teachers may not have been acceptable to other colleagues, and the administration.
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This puzzle is significant in two ways; on one hand, it has desdlomderstanding
about the issue of ICP in Remedial English. The issue of ICP whgElveen passed on
from generations of teachers since the start of the USJP antewasinvestigated. The
practice of ICP was taken for granted as an effective techbegause it was inherited
from its predecessors. Not being inquisitive is one of the mairacteaistics of the
culture prevailing in the teaching community at the USJP wtdcbne of the main
hindrances in improving the ELT profession at the university. Theyotlguestion the
status quo, and take things for granted without investigating them. Ingtarghe issue
of ICP may serve as an eye opener and open up a Pandora’s Bhotakr issues that

are taken for granted.

This puzzle also highlights another important aspect of EP whichimnvolve learners
in inquiring life in a language classroom. Although it may appedrl@arners played a
passive role, being used as research subjects, | think their imeivémthe process
was more than just research subjects, because it was by ofirtineir involvement in
the inquiry that we arrived at a better understanding of ICP hir etords, the impetus
for conducting inquiry into ICP came from identifying the viewdhsd participants in
the first stage of the inquiry. At the second stage, the groupnitedly planning to
engage learners in designing the questionnaire but that was nitglapossible due
to constraints of time. Despite this, the inquiry into ICP undethessignificance of
learners’ involvement in understanding classroom issues by bridgengap between
teachers and learners. The lack of collaboration between teasttkigarners at the
USJP has aggravated the situation for a long time. This inquigngicant in the way
that teachers involved their learners to express their \aedrgperception about ICP. To
understand the quality of life, it is very important that both teacaed learners work

together particularly in the context of the USJP where lesinegnain suppressed and
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hardly challenge teachers. There are many reasons why reakbep learners
suppressed, firstly, teacher assume they know best, secondly, leskimeys to become
involved may involve an imagined loss of face for them. Undertatkiagrinciples of
EP could change the orthodox attitude of teachers, and provide a good ptattoing

learners and teachers together. It can also assist studebtscome familiar with
expressing their views and opinions openly on various issues relatedcting and

learning.

The evaluation of the puzzles carried out above shows that ER@ams af practitioner
research has made a significant contribution in the stalematetiooaddf the USJIP.
The significance of classroom research as suggested byigkltiwv(2005) depends on
how far the knowledge produced is beneficial for participants wedbin it (Fine et al,
2000) and the relevance of knowledge produced to those involved in res¢anch&
Moses, 1999). The knowledge produced through dealing with puzzles is usdfatior
teachers and learners. They developed understanding through collabargtiirg
about issues which were hindering the progress of the ELT profesind causing
disadvantage to both teachers and learners. Thus, the signifiaadceelevance of
knowledge produced through the puzzle attends the concerns raisedegg (2@05)
that too much focus on observing methodological rigour does not help achieve
necessary purpose and the aims of classroom research. Al2RPB) also raises
same issue that a technicist approach which employs acadese@rate tools for
generating knowledge has become futile, and parasitic ssrdam research. The
teacher-participants in this project employed mainly routinehiag activities as tools
of data collection to investigate their puzzles which dealt withreety of issues faced
by the ELT profession and the knowledge they produced is found usefithe

advancement of the ELT profession at the university.
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5.4. Evaluation of EP as an approach to teacher development in the

context of USJP

The third research question evaluates the significance of ER &3paoach to teacher
development in the context of the USJP. To answer this question, daechesr first
discusses the professional background of teacher-participants sasibeleé by
themselves in their pre-interviews and then evaluates theisggrié of the EP project,
and then EP as an approach to teacher-development as exprefsegdngicipants in

their post-interviews.
5.4.1. Background knowledge

The pre-interview results show that an MA in English Literatarpre-requisite post-
graduate degree to become an English teacher at the USJP, dpesvitw relevant
training or related knowledge in the field of English langugehing. Thus, teachers
struggle at the beginning of their teaching career. The only sugjaatiers could get is
guidance from senior colleagues which is not necessarily ablailto everyone.
Therefore, the majority of the teachers have to struggle taveuthe initial period of
their career. Moreover, there is hardly any in-service teabdneelopment program
available for English professionals during the rest of theieeradevelopment, so
almost all participant-teachers rely on learning from expeeeWhen asked if they
employed any specific technique for their professional selfidpmeent, none of the
participant-teachers mentioned any specific technique, except twe said he
employed reflective practice. This shows the state of &adt the USJP who neither
get access to main stream literature on ELT nor have opportututiatend teacher

professional courses during their career.
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Keeping in view the challenges faced by English professioredshér development
through the Exploratory Practice (EP) project was carried ow foil academic year
consisting of two semesters of four months each, and it was hbaedhis project
would introduce them to a suitable approach to their professional deeapim the
following section, | will evaluate the significance of EP as approach to teacher
development in light of the teacher-participants’ views and exp&sealcout applying

EP in their practice as expressed in their post interviews.

Despite having no exposure to teacher-development approaches or temaimang
programs, teacher-participants responded positively in undertaking EP as@achppr
their professional development. Though all of teacher-participanfsyesl their
experience of working in the EP project, a few teachers hadcéosame difficulties
while working in the project. For instance, Komal felt confused abouttbaymdertake
EP principles when she was unable to progress on her puzzle. In addiiat, felt
under pressure and rather frustrated when she was lagging behindadibegues in
her progress on the puzzle. Shoib mentioned general difficulties sutble ésaching
and learning environment in the USJP was not favourable as there were boydats, st
and protests of political parties which disturbed the teaching ancirlg environment.
Shumaila diverts our attention to a very serious issue when shehsdiidced resistance
from learners when she tried to engage them her inquiry. Howeveentaénder of the
teacher-participants, Hameed, Sumera, and Sangi did not experignaffeulty

while working on the project.

Regarding the difficulties faced by the participants, thezesvgenuine problems with
Komal and Ishrat. Both of them picked very difficult topics for thegpective puzzles.
Ishrat’'s topic was to deal with variation in proficiency levend Komal wanted to

balance confidence level among her learners. It could be argugedditia of these
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topics were too difficult to be handled by a novice EP practitidrieat was the reason,
Komal developed inaccurate notions about EP as being difficult toqeragchen she
was unable to sort out her topic. Ishrat also confirms that shehthB&gquite difficult
to practice until she realized while working on the collective luzephase Il that EP
is not difficult to practice. The problem faced by Ishrat and Komaundertaking
principles of EP fall in preview of the difficulties faced the novice EP practitioners
rather than be considered as faults with EP. Ishrat and Kdiredtaour attention to the
probable difficulties a novice EP practitioner could face whenhke/ss unable to
progress on his/her puzzle. EP emphasizes working together for reweébpment by
respecting and assisting each other, and giving sufficient spaseryone involved so

that he/she can work for professional development (Allwright, 2003).

Shumaila pointed out a very important issue that she had difficulgngaging her
learners with EP. Involving learners in inquiry lies at the hegBEP (Allwright, 2003;
2005; Allwright and Hanks; 2009). Nevertheless, Shumaila found it diffitult
convince her learners to participate in the classroom inquitheys considered such
inquiry a waste of time. Shumaila draws our attention to thei@étiof learners who are
not used to playing an active role in the class; instead, thegimepassive listeners. An
effort of assigning them an active role by undertaking principidsP is more likely to
be thwarted. However, teacher-participants were largely ssfot@s engaging learners
in classroom inquiry and were successful in making them retideesignificance of

their role in the betterment of the ELT profession at the USJP.
5.4.2. Views about group meetings

The group meetings which underpin the methodological approach of EP ih whic
teachers were invited to work as a community for the betterofethie institution has
been appreciated by all participants because they highlightezsigthi@écance of team
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work in the form of group meetings under the umbrella of EP for therbeint of the
ELT profession at the USJP where they shared their experjeares sought
suggestions from the colleagues and assisted one another in theit davielopment.
Teacher-participants, realizing the significance of teaarkwafter working on the
project, demanded to have such platform so that they can work todethére

enhancement of the ELT profession in future.

Nevertheless, some teacher-participants faced problems in attegrdung meetings.
For example, Komal felt uneasy when some teachers were unahtterid on time
which delayed proceedings of meetings. Sumera and Shumaila hag thhéaissue of
clash in timings between their teaching hours and scheduled EP greeings.
Shumaila also mentioned that some teachers were not cooperativéhegndere
hesitant to share the views with colleagues. Clash of tinbhetgeen teaching hours
and timings of group meeting as well as delay in attending ngsetby some
participants were not serious problems which could have been addrésseght
personal management and better collaboration with the management inétthee.
However, Shumaila diverts our attention to a serious problem that teawteers were
not cooperating to extend help, and offer suggestions and share thetileege with
one another. This is a matter of concern for both EP itself and$@. But it is very
important to note that Shumaila’s statement is relevant onlyntaléegroup meetings
held in the early stage of phase I. Being a member of thecpréjbad observed and
listened to some reservations shown by female teachers for oheramoid this culture
of jealousy did prevail particularly among female teachersth®onegative feelings
which she came across might have been rooted in their persoti@neia the past

rather than happening due to their participation in EP group meetings.
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In light of the above facts, it can be argued that there waeradlfy environment in
which teachers worked together despite the fact that it wadirgheime since the
establishment of English department that teachers gatheregbort platform offered
by EP. Having no previous experience of working as a team irotine of group
meetings, they have been successful in developing friendly and faleataimsphere

during the group meetings of phase |I.

The environment of group meetings in phase Il was highly appreamatednparison to
group meetings in phase Il. One of the participant-teachers kbltbae though she
liked both phases, she was more enthusiastic about phase Il and flainease in
sharing views and discussing things due to common interest arisimg wotking on
the same puzzle, in contrast to the previous phase in which eaehet tried to speak
more about his/her own puzzle, creating an environment of rivalry and tibompd-or
example, Ishrat who felt under pressure and frustrated in phase ¢omaortable in
attending phase Il meetings. However, the case of Ishrat hightightcomplexities of
the pattern of working together on separate puzzles in a group. ®bedpre and
pattern of any EP work in which participant- teachers work on individual puzzlesishoul
be meticulously monitored so that each participant feels comfeytaidl receives equal

chance, and does not feel under pressure as Ishrat.

Comparing the mechanism of group meetings held in both phases highbgigsvery
important issues. For instance, working on separate puzzless Seehave caused
tensions such as a feeling of rivalry, confusion and frustration making membdilsefeel
withdrawing from the project. In phase Il, participants did not irdieaything which
posed difficulty for them. There was no rivalry, and particip&slitsmore at ease and
comfortable compared to phase |. Compared to phase | where theie mwassive drop

out, there was no drop out at all in phase Il. Comfortable wodargonment plus
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no drop out in phase Il might have occurred due to some factmts: garticipant-

teachers became more comfortable with practicing EP afigking in phase |; second,
my role as a teacher consultant may have improved due to previperseaxe in phase
I; third, members might have adapted themselves better to workiethéogas a team,
and developed a better tempo with one another. It is important to nbissiles and

difficulties we faced in phase | were almost nonexistent in phase II.

Thus, we can conclude that group meetings paved a way for collaboratiearch
(Connelly and Clandinin, 1988) and brought English professionals togetheatsbey
could research their practice (Allwright, 2005). In this way,EReproject highlighted
the importance of the collaborative nature of the research grasesne in which all
participants see themselves as participants in the community fisdii®86 cited in

Clandinin & Connelly, 1990).
5.4.3. EP requires extra efforts and time to practice it

Among seven teachers who participated in the project, only ondyctead that EP
required extra time and effort, whereas one other participaneatlyisupported Komal
by saying that some compensation in the form of lesseningwhekioad should be
offered to those who participate in the EP project. If the point @i \of these two
participants is true regarding EP requiring extra time amartefit stands in direct
contrast to its ethical justification (Allwright, 2005) which sagts integrating research
into pedagogy and recommending routine teaching activities asofod¢ta collections
SO as to avoid extra burden on EP practitioners. And, in caseugjsas claimed by the
participant, then it weakens our arguments of preferring EP toorAdResearch
(Allwright, 2005). If EP requires extra time to practice it, nthi¢ is unethical to
introduce EP to English professionals at the USJP who are alosadyurdened with
classes in both evening and morning sessions.
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It is very important to discuss the view of Komal about EP takutigaeéime and energy
from different angles to reach the truth. Since her view abous BR outcome of her
direct experience in the EP project, it is essential to seprbgress and engagement in
the project. She attended only the first two meetings and thyedsita the project for
just a short period of time so we cannot easily trust her videstaEP. Secondly,
although she was enthusiastic during the meetings, she had beenmgirt@ggbpe with
her own puzzle which was about balancing confidence level among dreere
Maybe, since she was struggling to cope with her puzzle, she haightdeveloped this

impression that working with EP required extra time and work.

Another member who indirectly supported Komal's view point that &fiires extra
time and effort was Mr. Sangi. He, while recommending EP agpproach to teacher
development for in service English professionals, made a self-canitngdstatement.
He recommends EP on the ground that it is teacher friendly agdaeasactice, but
suggests giving some concession such as lessening the work load aerftegdoity in
the choice of their timings as they could attend the meetingcaWmeot guess what he
meant by giving some concession to teachers who work in a psagttas EP. Maybe,
he thinks EP puts some extra burden on the teachers who undertakadipesrof EP
or maybe he thinks it is necessary to provide some space for rieRiggactitioners

until they get used to undertaking the principles of EP.

Apart from Komal and Sangi, there was no other participant who lsaidEP required
extra effort and time to apply into classroom practice. Iriiquéar, we should give
weight to the views of those participants who worked in both phékesne agreed
with Komal by holding a different view about EP as easy to jgeavhich did not
require extra effort and time. It would be fair therefore, aactude by saying that

participants did not feel that EP required extra time and e#ord, they were largely
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successful in integrating research into pedagogy by employougne teaching
activities while undertaking EP for their professional developmEm. experience of
teacher-participants at the USJP supports the idea conceded b{28bt0g397) that EP
is a more friendly version of teacher research which iategrresearch into pedagogy
to make teacher research “a more feasible and productive yadtiviteachers and
learners.” Despite the fact the teacher- participants ggte unfamiliar with EP at the

start of the project, they adopted it comfortably and found it easy to practice.
5.4.4. EP as an approach to teacher-development

EP as an approach to teacher-development has had very positive dontribuihe
professional development of teacher-participants. For exampleert&ived Komal's
vision of teaching and reshaped her concept of ‘a good teacherhgHaerked in the
project, she thought she should work far harder to prove herself@sdaencher. EP
brought a basic shift in the approach of Shumaila as a teathifting her attention
from just bringing in good material to realizing the signffica of interaction between
herself and learners. In addition, Hameed found EP useful in ragtifyiis
misconceptions about teaching. Whereas, Shoib realized that apparettyiythings
happening in classroom underlined serious problems which can be ideoyifpedting
the quality of life first. Furthermore, Ishrat and Sumeraizedthe importanceof

involving learners to understand issues faced in a language classroom.

Regarding efficacy of EP as an approach to teacher-developtrnidaet dSJP, there is
no difference of opinion among teacher-participants. All of them dghegt EP should
be continued as an approach to teacher-development for in-servicerseactu should
be utilized as a pre-service teachers’ training prograrhaoewly appointed teachers
may better be able to cope with the challenges in they tsathing career. One of the
teachers suggested integrating EP in curriculum as a moduleéhetedevelopment at
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Master level so that students who move onto their career as rieachg be able to

benefit from it in their career development.

The significance of EP as an approach to teacher-developmentdervice teachers
as suggested by the participants is well justified in lighthef contextual realities as
mentioned in the introduction chapter as well as the pre-interviegehers join the
teaching profession at the USJP without having pre-servichdaesdraining and hold
an MA English (literature) degree which is not very usefuldecoming an English
teacher. In addition, they hardly have a chance of participatirepohér development
programs during their careers. In the existing circumstances, whergghshHeacher is
overburdened with taking classes in the evening as a necessityditiora to the

morning session, it is essential for every teacher to mastasabry performance level
set by the HEC for further extension in a job which is conteddtu nature. EP as
practised by teachers was not only found useful for the professienalopment of
teachers, but was considered as teacher friendly and easygtiograquiring no extra
effort to apply to classroom pedagogy. To help English professiores challenges of

HEC in the existing working conditions, EP can serve them well.

Teacher-participants’ suggestion of using EP for pre-servaaghées’ training program
is an issue that needs to be resolved. EP as an approach to teaeh@pment is
commonly used by the experienced teachers. Thus, we may h&sitdfer EP in in-
service-teachers’ training programs because inexperiengcede language teachers
require practical skills in the beginning of their teachingeeaiso that they can cope
with their initial teaching experience. Teacher education pnogjia Pakistan focus on
imparting basic teaching skills, methods and approaches ratheratitaving for
exploration of the quality of life in classrooms. As a result, afSEP could enrich

initial teacher education if ways can be found to accommodatethtisinvay, EP as an
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approach to teacher-development could be useful for newly appointed récdche
improve their skills, techniques, strategies they acquire in inegeteachers’ training
programs. For instance, EP can help them develop understanding ladsritskills,
strategies, and techniques in relations to the learners assvallcontext where they
apply them. Thus, it is a good idea to introduce EP to potentididates for teachers

in teacher-training programs.

The idea of integrating EP as a module in curriculum for Masitetents is a useful
suggestion in view of the fact that an MA (English literatulegree is less relevant to
train teachers or equip outgoing students with knowledge to work indepgnétantl
their professional development. So instead of introducing EP assemiee teachers’
training programs, it is a better idea to integrate EP indingiculum because outgoing
students who become English teachers tend not to be given a thattand teacher
development programs. Those students, who pass, may contribute welptofdssion
by undertaking principles of EP in their teaching. Moreover, E€asy is to practice
and does not require extra effort as mentioned by the teachiergaents, so it will be a

suitable approach for outgoing students from the Department of English, USJP.

Breen (2006) refers to the six criteria for best practiceteaicher development
(Allwright 2000, 2001). The present study embraces the criteriankt@nce, teacher-
participants first tried to develop understanding about their puzzlisgess by
employing normal classroom activities to avoid creating hindramd¢he teaching and
learning environment of Remedial English. As a result, the ursshelisty developed
through using EP was found relevant to the life of both teacheréeanters. While
applying EP, participants were involved in collaborative work forualutlevelopment.
Teacher-patrticipants realized the significance of involvinghka in their professional

development and thus tried hard to help their respective students nuoowetHe
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traditional role of passive listeners to active learner pracéts. Since teacher-
participants utilized routine teaching activities in their preifasal development, they
found EP easy to practice which did not put any extra burden on theanca@xsequent,

they are more likely to continue engaging in EP for their professional development.

The experience and evaluation of EP as an approach to teachepdexal by the
teacher-participants in the context of the USJP supports Breen (@B06&sserts that,
‘vernacular pedagogies’ are more useful and culturally sendii@e ‘trainability’.

Teacher-patrticipants found EP a suitable approach to their porfalsdevelopment.
They did not find any resistance in applying EP. The present tedetelopment
project also utilized the oral culture (Rarieya, 2005) by amengroup meetings at
regular basis in which teachers engaged themselves intirefleonversations (Ashraf
and Rarieya, 2008)which helped them inquire about their classroom @sactand

share teaching and learning experiences with one another. Wiileng together,

teacher participants enjoyed good collegial relations and egsiste another in their
mutual development. The present study also supports the view suggesBrdebny
(2006) that among reflective practice models, action researchEBnavhich are

considered vernacular pedagogies, EP is more suitable betadsesinot employ
academic research tools in contrast to action research, andsf@cutee local concerns
and needs of both teachers and learners by involving everybody, iculaarboth

teachers and students. Subsequently, EP is a more suitable hppyoseacher
development than action research in the context of the USJP. lEpgliessionals,
who are already overburdened with taking classes in both evening amdngn

sessions, cannot the spare time to engage in action researcim B3, regard, is
culturally a more suitable approach for teachers at the U wan help them meet

the criteria set by the HEC to survive in the profession.

200



201



Chapter Six: Conclusions

6.1. Introduction

This final chapter summarises and discusses the main findingisisostudy with
relation to four pecific research questionto identify how far the project was
successful in achieving the targets set in the first chaptetheh discusses the
significance of the study and makes some recommendations based fomdings of
this study. Finally, the researcher discusses the limitatioriseostudy and then puts

forward some suggestions for future research.
6.2. Summary and discussion of main findings

The main objective of the project was to develop an approach to tgagtwessional
development in the form of practitioner research that may bab$eiiand practicable
within the existing circumstances in which English professgohald been working at
the USJP. In order to achieve the objective of the researctudyeset out to evaluate
the significance of Exploratory Practice as a form of piiaogr research and an
approach to teacher-development at the USJP. Four specificcrespeestions were
developed to guide data collection and analysis. These questions focusEd on
evaluating the work carried out during the project in light of tie gEinciples; 2)
contribution of EP as a form of practitioner research in developing stadeling about
the issues faced by the ELT profession at the USJP; 3)atialof EP as an approach
to teacher-development at the USJP; 4) contribution of this investigatour thinking
about EP. It is very important to note that the first re$equestion which focuses on
how far the practices employed in the project abided by the plescof EP is not

relevant to the main objective of the research, but is significaamswering the second
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and third research questions. The reliability of the answers &e ttveo questions
depends on the degree to which the project abided by the basioplesnoi EP
(Allwright, 2005). The fourth question agrees with Allwright (2003) tpedctices
conducted in light of the EP principles in any context contributestdevelopment and
therefore looks at what contribution or understanding this projeaiéasdoped for EP

practitioners.

In order to answer the research questions and achieve the dinespoésent study, the
teacher-development project was carried out at the USJPyeara There was dual
agenda of the project: professional as well as academic. Tqzatierpants employed
EP as an approach to their professional development by undertakiaiglps of EP in
their teaching. While undertaking the principles of EP, the tegmticipants
developed a narrative of inquiry into their respective puzzles. Teslie academic
agenda, on the one hand, the researcher assessed the signifiqaartieipants’ work
in the form of puzzles for the benefit of the ELT professiorhatUSJP. On the other
hand, he evaluated EP as an approach to teacher-development in lightteddher-

participants’ views identified in the post-interviews.
6.3. General findings

The findings showed that the project largely abided by the ptesciof EP and two
suggestions (Allwright, 2005) with certain exceptions but not withotifipation. The

participants’ work in the form of puzzles was found very usefuttierbenefit of the
ELT profession. The participants’ puzzles dealt with a vamdtissues faced by the
ELT profession at the USJP. For instance, the participants’robsbeought novelty in
the conservative teaching and learning environment of the USJRablgnging long

held untested assumptions of teachers about teaching and learnirsip Bngl creating

a window for engaging learners to play their role for the adyaeat of the profession.
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The findings showed that participant-teachers found EP as a upefalaah to their
professional development. The majority of participants appreciatking in teams
and found EP easy to practice, apart from only a single participhot thought
otherwise. In addition, the local practice conducted in the contexteofJSJP has

brought some understanding about the future use of EP in global contexts.
6.4. Specific findings
6.4.1. Evaluation of the EP project

The trustworthiness of this research entirely depends upon followingeapelcting the
principles of EP. In other words, to what extent ‘we should’ trust rigglidepend on
how far ‘we’ have been successful in respecting the principl&$offhe evaluation of
this project in light of Allwright’'s (2005) six global principleand two suggestions

shows that the project largely abided by the principles of EP.
6.4.1.1.Put the quality of life first to understand language classroom life

The first two principles of EP suggest prioritizirguality of life to developing
techniques and skills, andnderstanding life in a language classroam finding
solution to a problem. Because, there may be a variety of idgatesan be tackled well

by puttingquality of life firstinstead of importing solution or taking any action in the
form of introducing any new technique or strategy. Each of the fiuezles
demonstrated a good application of these two principles. For exaniplejaa’s
puzzle dealt with complex issues of rivalry which did not surtadematically but she
adopted a wise procedure to discover this issue and finally dedelopkerstanding
about it by putting theuality of life firstinstead of finding solution to the problem. In
addition, the puzzles by Hameed and Shoib showed that they both had beertainable

put the quality of lifefirst. The inquiry into their puzzles in light of the first two
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principles of EP helped them rectify their misunderstandinggh&umore, Hameed
who had been pursuing the wrong direction made the situation wors&kibyg the
wrong action was put back on the right track by virtue of putting tyuadilife first to
understand the issue under inquiry. Shoib Shah saved himself at theoiglent when
he was heading to aggravate his misunderstanding about his classsgnvia
undertaking the first two principles of EP. The researcher'zlputemonstrated the
important involvement of learners to understand life in a langudagsroom. He
addressed a range of issues by adopting a humanistic approach instead ofgséarahi
technical solution. The issue of ICP was a chronic problem whichnenasr touched
upon; it was the first time in the history of the USP that ansinyation was conducted
by putting in practice the first two principles of EP. As restiie inquiry showed
startling facts regarding the efficacy of ICP as studentsthat it had more negative
effects than positive on their learning outcome. They subsequegiesied that the
practice of ICP should either be modified or removed for the beogfthe ELT

profession at their university.

6.4.1.2.Involve everybody by bringing people together as to work for mutual

development.

Collective understanding, which is a focus of EP, can be achievedréf dine good
collegial relations between those working together. This prajectived a range of
relations; learners and teachers, teachers and teachersydemuhé¢he researcher. The
participants entertained good relations and worked together for teditbef the ELT

profession.

Traditionally, the role of learners at the USJP has alwags be passive listeners, and
thus there had always been a lack of collaboration between teasittearners. The

lack of collaboration may be a significant factor which affédtes progress of the ELT
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profession. Involving learners in a classroom inquiry was challenging it was

observed that some participants found it quite difficult to convince studient
collaborate with them in the inquiry. However, each of the five gszdemonstrated
that teachers and learners enjoyed healthy relations duririgciiey. In each of the
five puzzles, there was a varying level of learners’ participain which they

cooperated with their teachers for understandungity of lifein a language classroom.
For example, in Hameed’s puzzles, he sought cooperation of his kedwiee to

explore his issues. Although Shumaila led inquiry herself in thenbieg, however in

later stages she involved learners to address the issue undey.ihgushoib Shah’s
puzzle, the plot for inquiry was set up by the teacher himselftheuteal actors were
the learners themselves. In the researcher’s puzzle, hed@arae of facilitator, and
allowed his learners to lead the role in exploripglity of lifein the class. Working
together by enjoying good collegial relation, the teacherdemrders were involved in
a mutually beneficial enterprise by developing understanding faesssef common

interest and beneficial for the ELT profession at the USJP.

Teachers enjoyed good collegial relations with one another. Regudap meetings
offered them a good platform in which they gave suggestions to one rrsitheed
their experiences, and participated in the discussions on common faseésy the
ELT profession. All of the teachers appreciated group meetinghwelerved as a good
platform to bring them together so that they could work collectif@yhe betterment
of the ELT profession. Although no such serious event took place which distudb
the good collegial relations among teachers, there had beew adtances which
affected relations of some colleagues with one another. Aliaf gistances took place
in phase | of the project. These instances may be attributedotae@sons; first,

working on separate individual puzzles in phase | developed an envirorohent
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competition and rivalry particularly in female group meetings. Segptethichers were
not used to working as a team before the project started so théy badggle in the
phase I, but got on quite well with each other in phase Il. Overatthées enjoyed
good collegial relation despite the fact that it was firstetisince they joined their
profession to sit and work together for the betterment of the miofession and

assisted one another in professional development.

The researcher also enjoyed good collegial relations by ga@aotording to the
suggestions made by Allwright (2003). Instead of using teachers doag@nda, he
worked as a teacher-consultant while doing his academic researchAs a teacher-
consultant, he assisted his colleague and advised teacher-partioipahésconduct of
inquiry whenever needed by them. By doing so, he facilitatedcipamnt-teachers to

pursue their own agenda/puzzles.
6.4.1.3.Make the work a continuous enterprise by integrating research i@ pedagogy

Teacher-participants largely utilized routine teaching vdes as tools of data
collection while undertaking principles of EP in their teaching. Si8kbkh utilized
assignment as a tool for data collection. The learners woddnipe assignment, and
the teacher assessing them were all part of existing wpikie of the classroom.
Shumaila wrote diary notes, arranged a speaking group activityfimally chose an
exercise from unit 2 to arrange a group debate. Hameed arrargasiseopom group
activity in which he asked students to write the reasons whydidayot take interest in
English on small chits and then arranged a debate as padpafaling activity. The
researcher employed group speaking and writing activities astows to collect data.
He also spared some time at his leisure to sort out the suggestieasners written on
the small chits to move ahead. In the first stage of inquiry iR the team members

used different methods of collecting data. For example, Shumailarh@formal chat
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with students about ICP. Whereas, Ishrat asked learners takout the significance
of ICP in their learning English on small chits. The researemeployed dialogue
practice activity to discuss significance of ICP in Remefiiailish class. In the second
stage of inquiry, teacher-participants employed a questionnaireatool of data

collection.

Although the majority of data collection tools demonstrated a pgedeample of
integrating research into pedagagyse of chits, diary notes and, sparing some extra
time in sorting out learners’ suggestions by the researcheelfisegm to be slightly
drifting away from the ideal suggestions of Allwright (2003:360)nanimize the extra
effort of all sorts for all concernelly integrating théwork for understanding” into the
existing working life of the classroombut there are reasons to justify them. Firstly,
there is provision to use these tools if it is not possible tthditinquiry into normal
teaching practice. Secondly, EP condemns extra burden, but ifreeitéadine with
sparing some time and energy which does not affect his normal \werk, it no harm
in employing such tools for data collection. Even though, some seoogsrnis can be
raised against the use of a questionnaire as a tool of dataioallecthe second phase,
the choice of using questionnaire can still be justified bypikeein view the team
members’ mutual decision of using questionnaire and working togethéeveloping a
guestionnaire and analysing data in a way that would not add exttanban any

member of the team.

Over all, the teacher-participants have been successful in conducting teselaech by
utilizing such tools of data collection which did not put extra burden om.thy

utilizing such techniques, the teachers at the USJP can makevtitk a continuous
enterprise’ to explore the dynamic nature of life in a Renhdthglish class without

experiencing burn out.
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6.4.2. What is the contribution of EP in developing understanding about the

issues faced by the ELT profession at the USJP?

In the fourth chapter, teacher-participants pointed out differesnutess in the pre-
interview results. We acknowledge the fact that the puzzles ddtkeugh by the
teacher-participants did not pick those core issues mentioned. Howsxevork

carried out by the participants through employing EP as a ddnpnactitioner research

is found very significant for the betterment of the ELT profession at the USJP.

Shoib Shah sets a good precedent for how to conduct an inquiry into theoissue
syllabus/curriculum on a large scale through his puzzle. The @hehndrs working at
the USJP can draw guidelines from the inquiry of Shoib Shah and caadurequiry

into various issues associated with the curriculum according toaweitunderstanding
and nature of issues cropping up in their usual teaching practiceegdavho had been
approaching the issue without developing sufficient understanding abowgsit
ultimately successful in attending this issue. The puzzle byeddnsets a good
precedent to challenge untested teachers’ notions about teaciinigaaning at the
USJP. Teachers can utilize the principles of EP to get ridrohg notions about
learning and teaching at USJP. Shumaila dealt with the isstsabif in large classes
throughputting quality of life first to understand language classrotmthis way, this

puzzle sets a good foundation for further inquiry into the issues cropping large

classes. The researcher addressed a variety of day to day, iséich were disturbing

the teaching and learning environment in his Remedial Englisk bhaguttingthe

quality of life firstby assigning the leading role to the learners in making classroom

decisions. The issue of ICP which has been passed on from two gerseddtteachers
was handled through employing EP as a form of practitioneangseThe joint inquiry

into the issue of ICP demonstrated a practical way of engégmaters as a community
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to work for the advancement of the ELT profession at the USJP. Theyimeto ICP
sets a good platform to develop the culture of research and inquirycanutlict
investigation into different teaching and learning practices whare been inherited
from the predecessors and are not tested hitherto. Teachers HiS#ire are less
inquisitive, thus they hardly question the status quo, and take classrocingsrdor
granted without investigating them. In order to change this cultuleedaiSJP, EP as a

form of practitioner research can serve well.

Overall, the work carried out by employing EP as a form gracér research brought
some sort of stir in the stalemate conditions of the ELT psafesat the USJP. The
project provided a better platform for teachers to move further @mehoe using EP as

a form of practitioner research for the benefit of the ELT profession.

6.4.3. What is the significance of EP as an approach to teacher development in the

context of USJP?

All teacher-participants appreciated working in team as wesgful for their
professional development. According to them, team meetings providedaléhyhe
environment, in which they shared their experiences, discussed thidigms, received
valuable suggestions, and argued with each other for furtheficelion of the issues.
That was the reason two of the four participants who concludedpihezles attribute
their progress to their discussion with their team memberaaeatings. They found
discussions with colleagues very useful for their professional a@went. Since
research on reflective practice has already described &aldasthaving an oral culture
where teachers are found less willing to reflect on theittigezcin their writing but are
more inclined to engage in reflective conversation (Rarieya, 2@35utilizing oral
culture in the group meetings, the teacher participants involvgaged in reflective
conversation which helped them enhance their professional development.
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According to Sangi, EP is a better way for teachers to imptioge skills without
putting much effort and consuming extra time. EP as an approackathet-
development developed a renewed vision of teaching in Komal who useel thde
she was the best teacher. Having worked on the EP projeceedteslie should strive
hard to become a good teacher. EP changed Shumaila’s approachaekea fieom
shifting her attention from only bringing in good material, talimng the significance
of the interaction between herself and learners. Hameed found EBI belpgctify his
misconceptions about teaching and learning and beneficial for hissgimifal
development. Shoib Shah believed that EP attracted his attention to afaissmoom
issues which were creating serious problems causing hindrance iprdgeess of
teaching and learning in the classroom. Ishrat appreciatedotes of EP on the
involvement of learners to understand the issue faced in their langilagsroom.
Sumera found EP helpful in improving her teaching in a systemvagovithout putting

extra effort and spending extra time.

Among seven teachers who participated in the project, only Komaoradally said
that EP required extra time and effort, whereas Sangi indirectly suppaied/’K view
about EP by saying that some concession in workload should be given éonthos
work on such projects. Apart from these two members, all other tepatiEipants
found EP easy to practice which did not require extra effort andyyernerput into
practice. While evaluating the view of Komal on few grounds; firsthe is only a
single participant out of 7 participants who thought EP added extdeiusecondly,
she attended just first two meetings thus stayed in the projeatghort period of time
so we can't trust in her views about EP. Thirdly, she was unabtgogress on her
puzzle which may have left on her the impression that EP isudiffo practice Thus,

we should believe in and give weight to the views of those participdrdasvorked in
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both phases and spent longer time in undertaking principles of EP andpaelvbetter
understanding about EP as an approach to teacher-development. They nadjorit
participants did not feel that EP required extra time and ediwiit they were largely
successful in integrating research into pedagogy by employougne teaching

activities while undertaking EP for their professional development.
6.4.4. What is the contribution of this project to the understanding of EP
Allwright (2003) mentions a crude picture of the Friends of the Earth slogan:

( Think globally, act locally, think locally. )

According to this, every local action carried out in any pafrtthe world has

implications for development of EP. In this way, the present EPqgbrogeried out in

the context of the USJP has some significance and relevance for ERhresear

The EP project was carried out in two phases each differentthemther. In phase I,
there were two groups, each of the participants worked on separaies. In phase II,
there was one group who worked collectively on a single puzzle. Satemsnts made
by teacher-participants in their post-interview about their espee of working on the

project provided some understanding about the mechanism of phase | and phase II.

It is very important to note that those who worked in both phases found prasre
enthusiastic and easier where they felt more at ease imnghtreir views and
discussing things due to the common interest arising out of workitigeasame puzzle,
in contrast to the previous phase in which every teacher tried t& sp@e@ about
his/her own puzzle creating an environment of rivalry and competition. As aasieeof
Ishrat who felt under pressure and frustrated due to being unatlakto progress on

her puzzle and had thought about withdrawing from the project but sheeexee a
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supportive environment in phase Il where she felt at home and coméoriabm the

whole project, we develop some understanding about EP in the following way:

1. Working on separate puzzles in a team meeting highlighted thenereiising

rivalry and competition among the participant-teachers.

2. ltis also important to note that the puzzles of those who could ake sOUNd
progress were the most complex and difficult to cope with sudialascing
confidence levebr attending the variation in proficiency level§.his indicates
that the nature of the puzzle plays a crucial role in the pomei’s progress on

EP projects particularly for those who are new and novice.

3. Working on separate puzzles seemed to have caused tensions suelelagya f
of rivalry, confusion and frustration among members which made ongeane
ready to withdraw from the project. It also affected negativel building good

collegial relations among colleagues.

4. In phase Il there was no drop out at all in contrast to phase lewhbar
participants left out of 7. No drop out in phase Il might have happenetb due
variety of factors such asl) participant-teachers becameidamiith EP as
result of their involvement in phase [; 2) they did not face amyige issue in
phase Il meetings which might have caused them to leave; 3pl@yas a
teacher consultant may have improved due to previous experience in;phase

members might have adapted themselves better to working together as a team

In light of the understanding developed for the project, it is sugdielat in future if
similar projects are to be carried out in any part of thedyatlis better to start with
working on a single puzzle to avoid tension and minimize feelingsvalry among

colleagues and develop more friendly and cooperative environment. When B&vice
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practitioners become familiar with working together and becomerbatvare of the
process and procedure of EP, they should be encouraged to work on indivziziak
while working in the team. If teachers work on separate puzzles at the begheirgh
projects, it is suggested some training or assistance should bdegardwi teachers so
that they could pick plausible and easily workable puzzle at thal isiage. By doing
so, we can help new EP practitioners avoid developing the wrong ingpréisat EP is

difficult to practice and requires extra effort or time.
6.5. The significance of this study and recommendations

6.5.1. Significance of Exploratory Practice as a form of practitioner research

for the context of USJP

1. A way forward to deal with long established teachers’ arbitrary notions

about learning and teaching practices

EP as a form of practitioner research prefers understandingltepr-solving. It thus
offered a breakthrough in the stale and standstill profession oflifeaEthe USJP.
The inquiry into the puzzles pointed out the dangers of prevailing hggamd teaching
atmosphere where many teaching practices are taken for gramiearbéirary notions
are formed about teaching and learning which are passed ontololarfglgenerations
of teachers without ever trying to investigate them. Thk ¢daesearch and inquiry at
Pakistani universities including the USJP is the main causeuelap such arbitrary
notions among English professionals. The investigation conducted through EP
challenged the arbitrary notions of the teacher-participants édmuing and teaching
of English and demonstrated a practical way to improve the ELTegsioh by
abandoning such practices which are not useful for the EFL contthé I0SJP. Since

English professionals at the USJP are not trained in acadesearch, adopting EP as a
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form of practitioner can help them remove such arbitrary notionsipoove the ELT

profession at the USJP.
2. Help develop sufficient understanding before introducing any cange

Although the actions such as introducing a new curriculum, downsizingeslaand
arranging short term teacher training programs had been, tdle=e changes had not
made a significant difference in improving the ELT professionniigle and Badger,
2007). While introducing such changes, no consultation was carried bat wiith
teachers or learners. The reason may be either the authdiitie®t consider worth
consulting teachers and learners; or teachers themselvesnatesble to offer any
suggestion based on any systematic inquiry as they neithenhachaing in academic
research nor did they have exposure to any form of practitioseaneh. Since teachers
at the USJP experienced exposure to EP as form of practitesearch during working
on the project, they can now utilize it to conduct a systematic inquiry. By aftusing
EP as a form of practitioner research, they can develop saoffigrelerstanding about
issues faced by the ELT profession at the USJP before abldragpncerned authorities
to introduce any change. In this way, EP as a form of p@utitiresearch can offer two
in one. On the one hand, it can help handle issues faced by the &e$swn at the
USJP by puttingjuality of life first to understand language classroom Ida the other
hand, it can help avoid making changes as carried out in 2005 in a lantpssgean

without developing sufficient understanding about the issues.

3. Realizing the significance of assigning active role to learnens classroom
inquiry
Inactive role of learners in a language classroom is one iof caases of downfall of
the ELT profession at the USJP. Teachers do not normally allomvalve learners in
decision making in classrooms. Thus, learners remain passive rsstéhey even do
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not feel the courage to challenge any decisions of the teacheusé&ref EP as a form
of practitioner research provided a good platform to bridge thebghpeen teachers
and learners. The teacher-participants in their puzzle trietvodvie learners by moving
them from the traditional role of being passive learners tiveacines. The results
showed that EP practitioners were largely successful in involgargers. By doing so,
they have demonstrated a very practical method of engagingetsain classroom
inquiry. By undertaking the principles of EP, participants redlittee significance of
engaging the learners in classroom inquiry. Such realization pesater significance

which can put the ELT profession in the right direction and lead it to progress

6.5.2. Significance of Exploratory Practice as an approach to teacher

development for the context of the USJP

Teacher-participants found EP a practically viable option irr tiigen circumstances.

As mentioned in the introductory chapter, the teachers remain ovesreuardn taking
classes at both morning and evening sessions. EP utilizes rowoiente activities
instead of academic research tools unlike action research. Thus, EP did not putaany ext
burden on teacher-participants when they applied it as a tool foptioé@ssional self-
development during the project except for a single participant who had left thetpnoj

the very early stage. Teacher-participants not only found EP acpiycviable option

in their given circumstances, but also appreciated the mechanhigrorking together

with colleagues and learners. They found team gatherings/me&tng useful despite
some minor problems which could have been handled through proper management, and
came to realize the significance of learners in their prioieasdevelopment. Thus, the
researcher makes the following recommendations in the light ofirtiegs of this

study for EFL context of USJP.
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1. EP should be introduced as an approach to teacheresgtelopment for in-service

teachers at the USJP

As mentioned in the first chapter, English professionals join thegsioin with MA in
English literature as a pre-requisite degree which wasdaenesi not very useful in the
professional development of teachers as stated by some paartgciin the pre-
interviews. In addition, English professionals are not offered pre-servidestdagining
and rarely have an opportunity to participate in the teacher-develdpprograms
during their teaching career. In face of such realities, titeria set by the HEC put
teachers in a precarious position in which they will have to nheesatisfaction level
set by the HEC to secure an extension in their employment cbnira such
circumstances, EP, which was found easy to practice without burn autserve
teachers as a useful approach to their professional developmenti@ticene meet the

criteria set by the HEC.

2. Integrate EP as a module in the curriculum

In light of the teachers’ experience of working on the EP pr@jedttheir views about
EP as an approach to development, we should also consider the suggegtioSanigi

about integrating EP in the curriculum as a module for final year students mdsbof

start their career as English teachers after completiey tdegree in MA (English).
Since teachers join the teaching career without pre-servicengaand get fewer
opportunities during their teaching career, EP which is easyaitiige and does not
require extra effort can help them in their professional devedapihit is introduced as

a module.
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6.5.3. Significance of EP for EFL context of Pakistani universities

The conditions of ELT profession at all public sector universitid®agistan are almost
same as are at the USJP. The use of EP can serve both ther&k$sion and

professionals.

Dwelling on the different concepts of teacher research, Borg (20X8)s r¢o
emancipatory (Carr and Kemmis 1986), collaborative inquiry -waysioiving within
communities (Cochran-Smith and Lytle, 1999), individual practical inquayrd,
2010). EP is a collaborative type of inquiry which involves both teacmer$¢earners to
work together by putting the quality of life first to understandgileage classroom.
Adopting EP as a form of teacher research in the EFL contdXalkaftani universities
can contribute to both individual teacher development and broader impnutgeimehe

context in which it is applied.

EP as form of teacher research involving community of teacteershelp the ELT
profession progress in the right direction. As mentioned by Khan (1€8¥)ack of
research and inquiry is a major cause of downfall of the ELT profession. Fockha la
research and inquiry, the concerned authorities are to be blantexy ad not take any
proper measures to establish such culture. In existing circurastanse of EP as a
form of teacher research can compensate for this loss. ThesleEpgbfessionals who
are not trained in academic research tools can utilize ERtablish the culture of
research by using routine teaching activities. In doing so, ERme&e a significant
contribution in improving the ELT profession at Pakistani universgreghe one hand.
On the other hand, it can contribute to the professional development ofHengli
professionals so that they can meet the criteria set by H@ & mentioned in the

introductory chapter.
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6.5. Contribution of the present study to the related field

1. The present study contributes to the alternative model of teadueaten
inspired from sociocultural perspectives on how teachers leagath in light
of research on teachers’ cognition. The teacher development model aihopted
this study opposed a positivistic model of education in which thréeret
contexts were involved. In one context, a theory/method (knowledge) was
developed which was supplied to the participant-teachers attendingerteac
education programs in another context who then applied it in theieatesp
contexts. Although the Reflective teaching movement (Lockhartiédrds,
1994; Schoén, 1983, 1987), Action Research (Kemmis & Mc Taggart, 1988;
McNIff, 1993; Somekh, 1993), and the Teacher Research Movement (Edge &
Richards, 1998; Freeman, 1998) were part of an effort to estabéstase of
alternative to the transmission model of teacher education,rdsermq study
contributes in this direction. Teachers used EP as an approach herteac
development embedded in their normal teaching practice taking pldbeiin
original context rather than importing methods or theories by attgridacher

education programs held far away from their teaching context.

2. The present study is a part of an effort initiated by Johnson &ndmdk (2002)
which seeks to position teachers as the producers of knowledge paidecaf
working independently for their professional development rather as cersum
of knowledge and/or just means of transferring knowledge. The use of BP a
form of practitioner research by the participants produced usefull&dgein
the form of puzzles which was equally useful for both the teachdrtearners.

The knowledge produced through dealing with puzzles was useful for the

professional development of teacher-participants and relevatitdarontext in
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which research was conducted. In this regard, the use of any fqracdtioner
research empowers teachers to produce useful knowledge which is ot onl
beneficial for the teachers and their immediate context} aisithe potential to

modify the existing teacher education practices based on the traditional model.

. Grossman (2005) maintains that a lot of proclamations have been bnaae a
the value and significance of different forms of practitionseagch in teacher
education, but there is little empirical evidence of it presetitariterature. The
present study fills this gap by providing empirical evidence ofstgeificance
of EP as a form of practitioner for teachers’ professional Idpaeent in the
context of the USJP. On the basis of the evidence for the ussfohE® as an
approach to teacher development, English professionals all overotie aan

utilize it for their professional development.

. The present study strengthens the case of EP as a plausibleffprattitioner
research and a better alternative to other forms of practittesearch based on
an academic model i.e. action research. The teacher-participaotssed EP
found it easy to practice. They did not exert extra effort nortkey feel
burnout. The use of EP as a form of practitioner research cad &t concern
raised by Reis-Jorge (2007) and Block (2000) that an academic ofddacher
research does not help in promoting teacher research. The reaspithiaé the
existing form of practitioner research is based on an acadamdzl which
requires expertise in academic research tools plus substangadnd energy to
continue it. EP which utilizes routine teaching activities asstaufl data
collection contributes in promoting teacher research by offeripgaeticable

model without burnout. The demonstration of EP as a form of practitioner
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research in the context of the USJP was an effort to promatketeeesearch

through a practicable model.

. The present study has developed a framework to analyse EP waghktioflits

six principles and two suggestions (Allwright, 2005). This framewortkichv

has not been used in previous EP studies, is one of the main contributibas of
present study. This framework is significant in two ways. Orottehand, this
framework can provide useful feedback to novice EP practitioners while #ey ar
undertaking EP principles. On the other hand, analysis of the framework adopted
in the present study met the requirement of applying the basiar to the
collection and analysis of data in teacher research asanedtby Borg (2010).

By adopting this framework, the researcher addressed the concéiitistodind
Sarland (1995: 373) that in teacher research, “it is descriptioddah@hates the
analysis” and Ellis (2010: 189) that “the methodological limitatitdmst are
evident in much teacher-research that may make its findingte¥hlue to the

academe.”

. The present study advocates the use of EP as an establishadchrese
methodology for conducting higher degree research on a teacher deselopm
project of this kind. It is argued that EP has got an edge over aefiearch to

be employed for conducting higher degree research, becauserda®nmad
earlier, EP is a more plausible form of teacher researctodie use of routine
teaching activities as tools of data collection. EP meets dbsential
requirements of applying the basic rigour (systematic protedbe collection

and analysis of data (Borg, 2010) through the framework developed in the
present study. Thus, it be adopted as an established research methodolog

acceptable to the academic community for conducting higher degree research.
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6.6. Limitations of the study

The work of a researcher, especially that of a novice one, is pettexi to be flawless.
The present study could also have some flaws. Identifying ftawsnitations of the
study enhances researchers’ understanding of his work which bewergasseful for

those who may conduct future research in the related field.

There are a few issues which might have affected the fiadhghe study. Firstly, all
teachers who participated in the project did not know about EP. Ilguisunknown
to them when they joined the project. Their lack of knowledge about &P have
affected their performance and progress during the whole prdgacondly, the
significant drop out among teacher participants may have art effethe findings of
the study. Thirdly, my role as a teacher consultant which hastdmplication to the
outcome of the project may have been affected by the additional bofrderking as
an academic researcher and teacher practitioner. Being aenawtt inexperienced
teacher consultant may also have had some effect on my perfernmaraddition to
this, running two groups in phase | which doubled my workload must also have had
some impact on performing my role as a teacher consultant whgttt hdve improved
in phase Il where there was just one group. The other factors sfrelg@aesnt boycott of
classes plus sudden closure of the university have also had somadefloe the

progress of the EP project.

Certain efforts were taken to address the above mentioned ilom#ganf this study.
Before the project begun, as soon as | received the consent ghaitth@pants, |
provided each participant with the article by Allwright (2008xploratory Practice:
rethinking practitioner research in language teaching” sothlegtcould get some idea
of EP. In addition to this, | offered them my assistance anytitag required during
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office hours. | had also been supportive and helping to my partisighming the
meetings, and even after meeting | was easily accessibés$mtance to anyone who
required any help. | tried my level best to keep record of the gsegof every
participant, reasons of withdrawing from the project, and then conducting pos
interviews from each of those who attended group meetings. Alththegk is no
denying the fact, that my role as a consultant teacher in thee ghaay have been
influenced due to my inexperience in teacher-consultancy plus theedoabtload of

running two meetings, however, | took every effort to give it the best.

With regard to the limitation of this study, it is also veryortant to refer to the notion
of understanding (Allwright, 2003). EP, which fundamentally aims to utadetdife in

the language classroom, is to produce ‘situated understanding’ usdfuélavant for

the immediate participants and the context. In this way, theteituanderstanding
which has been developed regarding variety of issues in both phadephase Il has
more or less relevance only for the immediate context of B&PUNevertheless, the
investigative procedures which have been employed by the teaengcipants can be

useful for the wider population of EP practitioners in any part of the world.

6.7. Further research

The Friends of the Earth slogan by Allwright (2003) mentioned eatkarly indicates
that every local action carried out in any part of the world ilgdications for the
development of EP. In other words, every study which utilizes FRrisof the chain
started since its emergence. There have been many stadohscted under the sphere
of EP. The present study evaluated the significance of EP lasliotm of practitioner
research and an approach to teacher development. Since the fintlitigs present
study supports the early studies which found EP to be a plausibleofgonactitioner

research (Miller, 2001; Gunn, 2001; Perpignan, 2001; Slimani-Rolls, 2003) anfiila use
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approach to teacher development (Miller, 2001; 2003). Thus, EP could kzed.itis
both a form of practitioner research and an approach to teacher degstopith some

more confidence in light of the findings of the present study.

To avail the potential benefits of EP, it is essential to etiEP in the EFL context of
the USJP as well as all the universities in Pakistan. Englaflessionals can use EP as
a form of practitioner research to develop understanding aboutnlifeei language
classroom. They can carry out similar projects or undertake plesciof EP
individually in their respective classrooms. Use of EP to greadient in Pakistan can
develop further understanding about how to utilise it better. Apart fr@rPakistani
context, similar projects as one carried out in this study, camilmatet to the progress

of the ELT profession all over the world.

I conclude with a final note that in order to utilize the prirespbf EP well, it is
essential to continue the practice of EP instead of limiting & specific project for
specific time. | hope those participants who worked with me duringrbject would
continuously be practising EP. After doing my PhD, | will be wagkivith them as an

EP practitioner for the advancement of the ELT profession at the USJP.
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Appendix A

Invitation letter

Teacher-Development through Exploratory Practice

The Teacher-Development through Exploratory Practice (EP) prgjeytiing to start
from January, 2009, which is being funded by the Commission of Higthecaon,
Government of Pakistan and carried out under supervision at the Schahiaattign,
University of Leicester. The main purpose of this project deteelop an approach to
teacher development embedded in the normal practice of teaching Rekreglish by
language professionals in The University of Sindh, Jamshoro, Reki$&IP), which
may be practicable and ongoing without burn out. Exploratory Practididke other
forms of practitioner research like action research, recommemus nisrmal routine
teaching activities as sources of data collection so asdl putting any extra burden
on English teaching professionals or causing any disturbance morimal teaching and
learning environment. To accomplish this PhD project, | am sed¢hkengarticipation of
a few colleagues who would be able to cooperate throughout the prdjeatetails of
this project are given below:

* The participant-teachers would undertake EP in their own classdaning the
course of the year.

* The duration of the project is 10 weeks each semester for one academic year.

* The participant-teachers will be interviewed thrice in therbegg, middle and
at the end of the project.

* The participant-teachers will be asked to attend weekly ngsetihone hour for
about ten weeks each semester, which will be audio-recorded

« They will also be asked to write a narrative telling about thgperience while
working with the project at the end of each semester.

* Narrative, audio-recording, and interviews will be employed as farhdata
collection during the course of the project.

* The collected data from this project would be used for research psrpogy
such as getting PhD degree, publications in research journalsesenging
papers in conferences. In presenting the data for any research purpose ghe nam
of the participants will be anonymised by the use of proxigs,teacher x’ or
‘teacher y'.

* Where necessary, the data collected from individual participatitbevshared
with them to allow them the opportunity edit facts or opinionshaiteid to
them should they so wish. . Any participant who feels uneasyodamytreason
is entitled to withdraw from the project at any time.
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If you have any query about the project or if anything is unclbautathe terms or
details of the project, | will be very pleased to explain thesfore you agree to
participate.

| feel pleasure to invite colleagues to join the project, and thdse are willing to

participate in it are requested to fill in the following detaiThose who show their
consent through signing this letter are believed to have understoodtcepteal the
terms and details of the project as mentioned above.

Yours faithfully,

Abdul Fattah Soomro
PhD student
University of Leicester
United Kingdom

| agree to participate in the project ‘Teacher-Developmenvudir Exploratory
Practice’ and understand and agree to the terms of my participation.

D17 ——
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Appendix B

Sample Pre-Inquiry Interview Transcript

F: Would you please tell me about your qualifications B.1

S: | have done Masters in English that was in 1994, and in1996, digl@ma in

Teaching of English as an international language. These are d@joo degrees that | QL
have done

F: But sir, as | remember, you have been doing PhD too

S: PhD is going on, for last 7 years | have been working on it. And Inp¥he grace QL

of Allah, | have been able to complete my thesis, which istgebe sent for
evaluation.

F: you did your Diploma after two years of doing your Masters,
S:yes.

F: How long have you been teaching English?-
S:for about 14 years TE

F: A long duration with wide experience of teaching
S:yes, itis.

F: How would you then briefly tell your experience of teaching English?

F: So you think students are below level because they had been taught English by non-
qualified teachers. What do you mean by being a qualified teacher?

S: Qualified teachers means he must have a some good backgrolamyudde- CVPL
either he has a degree of MA (English) or he must have some other extensses.cour

F: Could you recall the early period of your profession, when waynstarted your
teaching career with what you are at the moment.

S; Previously in 1990s the classes were too large they werpdlikeal gatherings- CETC/ILC
Now the difference is after the introduction of Remedial Engliseome extent the
classes are smaller though they are not to an ideal IButlwe compare them ILC

relatively better. This is the major differendéwe other is courses that we use. There
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we had only Wrein& Martin like book which was not based on ac®itAnd not AC
communicative approach was there. Even, now we have got good.cAndseve
have got smaller classes. So relatively speaking, things are better.

F: Comparing your early period of your profession, you think that yoofiegsion
works better for both teaching and learning in present time.
S: | think so.

F: Since you have been teaching English for last 14 years, howybawben been
working for your self-professional development?

S: When it was Wrein & Martin like things, | used to makehateés myself, and CETC/PDA
devise them myself. But | do not think | have been succeisstlding. Because most

of times, | needed pamphlets and handouts by printing them and getttm state,
which was expensive So | could not tackle it. So the only thinidghl& in the class

was the chalk and black board. so | would write on black baaddstudents would

copy it., and this way we did exercises. It took too much time

We do not have that (situation)....and that problem is not there now. We have got that
English forundergraduate’s books and this is all based on activities-this all weénwant
our classes. Before this we used to have handouts which welar $arthe design of

this book. Now the whole book is in our own hand so we feel on ease nowlto de
with our teaching in the class. There are grade types of s&stici the book, they are

not useful only for the students but we also learn from theseise®rd here are
instructions given on how to use the piece of text, which h&lpdevise more
activities on that pattern.

F; What do you mean by having graded exercise in the prescribed book fousylla

S: it means it starts from very simple or easier andemaowards the difficult AC
exercises

F: you mean to say is that this book is self-explanatory

S:yes, this is self-explanatory, and it helps for my professional development AC/ PDA
F: Did you have training before you started your teaching carrer?

S: Not before that after being appointed as a lecturer | laace of having training
that was one year Diploma course

F: How was your experience of teaching English without any training?

S: First time, it was only that | had to teach, and even in my ithieddea was that if

students know the Grammar they know the language because wiasnstudent, in

schools, in colleges, in university it was Grammar that taaght. Fortunately, | was

good at Grammaso with the help of grammar | could develop my own langusge PDA
this was what | could think of other students when | stagadhing them. First, it

was all grammar but then things changed
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F; So it was like following your teachers as models and yoghtayour students as
you were taught by them

S; Yes very much, but then the model was changed from traditiomahgga method
to communicative type of teaching especially after training in the fornpbdia.

F; So is it necessary to give some training to the teadiefse they start their
teaching,

S:Yes very much necessary because teaching is like an arfiodnedwn studies is a
different kind of thing , their mode of learning when as a studeay be quite
different from what is required in the class to teach othereatsd So if in the
beginning the training is imparted that will help them to be omigfm track from the
very beginning so training like things are very important for the teachers

So what type of training you suggest?

See we have got problem here especially of the large slastmv to deal with large

classes that must also be told aoddeal with a non-native language, we need

expertise on the part of teachers how a non-native language card®rucan be
taught in the class s

If:in the right, in the beginning, things are
introduced or informed then they can be tackled in a better way.

Do any of these things come to teachers through doing an MA in English litérature

Specifically speaking about language teaching, MA in Englisarature won't be
sufficient, so some auxiliary type of courses or material shmildeeded for teaching
of language

You have mentioned the problem of large classes, how have you lo&kmgtahat
issue in the class?

In large classes, students sometimes need individual attentiaoh is quite difficult
in the given span of the time. Our class is just of 50 minutesvarithve 100 students
in the class so it is naturally quite impossible to give imflial attention to students
.In one of the things is to make the group of the students, sometimgsair work,
they are given different tasks or exercises, they tryoleesthese exercises in their
own groups and then they interact with the other grothey try to tally their
answers, their results with those of other groups. In this veawitey takes place. The
interaction also takes place there., and the feedback ithalsy the students come to
ask me of what they are required to do or whether they are doing it right wagray
way so .Group work is one of the ways to tackle with the large ctaasesometimes
pair work. As for as prior knowledge of the teachers is concerned, | &emlying
new material, new books and old ones as well. . Whenever | getrsogneéw which

| think is beneficial for the students also, | impart timathe class and try to exploit
that in my teaching.

PDA

TT

ILC

TT

IALC

TALC

TALC
TALC
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How would you then compare the old syllabus (course) of English Compulsory
syllabus with that of Remedial English which was introduced few yeaks ba

We have already spoke of first traditional method based on jjastngar teaching,

now this is based on given passages and texts as they sdgntisage is used in
some sort of particular context not in a vacuum. When in previeass before the
introduction of this new syllabus , we used to teach was oninrgea , isolated
sentences were there which | think were not helpful for improving Englistudénts.

Now we have these text-based and activity based books. There | think studentis have i
their a type of situation what they are talking about, when thlyfitst they think
about that, when they are thinking about that same situation theeahealk about AC
that situation also in a proper way . In a way they are exposEddlish, when the
teacher is using it and when they are asked to participateeirséime kind of
discussion; they have the situation in their mind, because of ikigtiesthat we have

in the book so they keep participating in those exercises, | le@rethis that now

they participate in the better way and this way they a@negro learn more and more.

The scheme of the book to me is very helpful in this regard

But you mentioned “some other problems” in the latest syllabusidelum), what
are these? Can you tell, please.

some students from urban areas, they are quite good
at language but those who come from rural atbay are not so good so this problem CVPL
of putting the two groups together sometimes creates the probémanise there are
some students who always try in the class to go ahead in advamoghér are which DVPL
lag behind so | have to pull them together so this creates sotra pooblem Other
thing that we have no audio-visual aids, the only facility haee chalk and black
board in the class. So if we are given technologicalifi@s] we can improve the
situation

WTVPL /LD
So since there is mixed abilities, how do you try to tackle gy way or means you
adopt to solve?

What | have to practically do is to explain to them things morenam@, again and WTVPL
again, . Then they are able to catch up and cope up with that sfutthents of the

higher level. Basically, the material is same, given totygde of students, some

students can do these exercise by their own. But otherseam thich need these
explanations again and again, | need to go to them, talk to theenthgim examples,

and then to some extent , they are also able to do these exercises .

How do you identify such kind of students who are having very low level?

241



See the kind of attitude that | have with my students is waugh friendly, | just WTVPL
motivate them and encourage them to ask me what they don’t kjust.nhake them

feel free as they feel no hesitation to ask these thing$e®e t get feed back as this

inquiry is concerned. Whenever there is problem they just comathpghat and ask

me to explain that to thenSometimes | do not encourage them to speak their own
language other than English sometimes they come with thaitgons in their own

language. But then I try to put that in English and try to explain them things iisfengl  \w1vpL
so in this way | identify them as they ask me things again and again thante

more attention.

WTVPL

So there may be some students who are too shy to ask?

Yes, there may be, some may be very frank other may be tdo by to ask then it
becomes difficult to identify them.

Have you tried to use other ways to identify them?

| haven’t been so particular about them but whenever | have feeling stboabody WTVPL
that they feel shy of asking, then | myself go to them and explain them.things
So do you think there could be some other ways to approach that problem?

Yes, that would be better if some sort of psychological barrrerthare facing some Ol
students if a teacher comes to know this, then he can handle thenpinba better

way.

In existing conditions, what more measures do you like to suggeshproving the

standard of English in USJP?

1if more
teachers are employed then problem can be solved in a betterAn@ an ideal
strength of the class they say should not exceed like 35 or.40 &b around the SAILC
campus we have this kind of class strength then | thinkbeilbetter to cope with
problem of large classes.
SAILC

QL: Qualification, T. E: Teaching ExperienceCETC: Challenge in Early Teaching Career,
PDA: Professional Development ApproacByPL: Causes of Variation in Proficiency Level

DVPL: Difficulty in attending Variation in Proficieyd_evel, WTVPL : Ways of Tackling Variation in Proficiency Level,
ITT: Issue of Teachers'’ training,C: Issue of Large Classd#\LC: Issues associated with large classeAL.C: Techniques to
address the issue of large clas&5ILC: Suggestion to Address the issue of large clas&€s,Appreciation of CurriculumOl:

Other Issues, TT: Teachers; training,
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Appendix C

Sample Post-Inquiry Interview Transcript

Can you please tell me about your experience working as a member of ER?projec

My experience has rather been confusing — initially when I gigen this opportunity

to become member of this , | had a clear mind-set that thislwlaatt to work on ; this
how | going to achieve my goal. When | actually starteadwalg that rather doing it.
Then | thought may be prediction and practicality are not samesthirigeoretically
speaking, | thought by doing one thing or other, | can be able to work aorifidence
level of my students. When | set out to achieve this in practicesooffse this was a
difficult job —far difficult about what I initially thought. Now whel started off | see
myself like, almost no technique, no understanding, how to approach thisnproble
Basically, | have not been able to establish ground work. As if | jumped mtwig®ut
understanding the depth of that sea.

So were you confused about the process of EP, or the topic itsatierurd level was
confusing

It was both —on the one hand | was confused about how to go further dwirfigilthe

process of EP, on the other hand, -topic itself- confidence levaldérdgs. Before
conducting investigation into this topic, | felt that it was easier to find tiiests with
over and low level confidence , But then as | started inquiry Izeghlihat it wasn’t so
easy . Because, one student who was depressed on the one day, tliaytivas
talkative in the class. Some students who were not speaking swgjyisiecame
confident. So it's not confidence that is problem at the time, soe®tits lack of
interest, sometime it's this or that, so it be many thingsthtn beginning, | was
thinking that | should focus my attention on that problem which ckiéinge their
(students) way of study, and put them on right track . But it wasdrticult for me to

make some progress on my puzzle about confidence level among my learners.

So can you please tell how did you work on this topic while trying t@ldp their
Confidence level

All right, what I do in the class, | gave ways, | think like, as wthay want to say, they
should be articulate about it. Mostly students speak in the phragd, setc to them to
speak complete sentences so that they may feel confident. isTenme thing, other
thing which | told was that — that they should concentrate on listenititge lecture of
the teacher, and don’t wander around here and there. Don’t concentratimg lecture
makes them confused and at the end of the lecture, they are tmanbswer the
teachers’ questions. This affects their confidence levelsol ld them, this one thing
from my side, what | see when students are standing side hylsgdalk to each other
and whisper. They don't talk in a loud manner. Then | asked thenand st the
considerable distance from each other and so when they are spiakingll have to
yell at each other. Not take a negative sense of it, dtveeaal parts should have some
practice, and loudly not slowly. These are the things | told and ttimgs | should
not be able to remember now. They did increase their confidencestewelich so that
they became sometime over confident; they started neglettangstudies, thinking
they are perfect in the studies after mastering these things.
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| just wonder if you could conduct any sort of inquiry into your pubgleindertaking
principles of EP?

No, | told you earlier - | was confused as soon as | starteahaoyry into my puzzle. It

was very difficult. | was unable to do anything. According to @magyeplan, | thought |
would identify the students with low and high level of confidence. Aiteling these
students , | would solve their problems by helping the low level studerisild up

their confidence , and assisting the high level confident studertisinghng down the

level of their over confidence. These both —over and low confidences are big
hindrances; they are equally bad, and negative for the learearning. | wanted to
resolve this, but unfortunately I could not move further, because | veddeuand very
much confused while trying to find out who are over confident and low terdident
students.

Can you please discuss about EP as project, its importancgoor liad any difficulties
about applying it.

Actually in the beginning, it was not a problem for us as thene no classes- At that
time we could spare lot of time to sit with each other arld &ald discuss. Bu as soon
as classes started, we got busy in taking classes. It magter of life and death to take
some time out for meeting. And we could not do it, sometimes linvéise class or
some other member of our group was in the class. , or there weaeuesicular
activities, or there was some boycotts, always sort of thiaggpening one way or
other. So this disturbed me a lot, and | was not able to find out wheg gothe mind
of other persons, and | was getting what was expected of me. Somehiok that |
lost track of what | had originally set out to achieve becauskawing less time,
because of conducting classes and getting done with course, and all that.

So do you think that attending group meetings was an additional burden ogouhat
were doing normally?

Yes, it is true (emphatically speaking), yes you can’t do botkhihgs at a single time-
the focus should be on teaching, sometimes the focus is not ondhim¢elut on with

course done especially with all boycotts taking place . We havake a paper for
examination and then for assessment, for that we need to cqeeti@ular type of

course, curriculum. | therefore focused on one issue rather tharhéreAnd one more
things, group meetings are useful in which we discussed things,i®aiso frustrating
when you wait for other colleagues , and don’t do any things. In thatisn, | thought

| was wasting time and wanted to leave the meetings.

Why do vou think group meetings were useful?
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Though | attended only a few meetings, , but it was good, | did likevéyewe sat
together and discussed about Remedial English, | liked the wayhareds our
experiences , and sought suggestions from the colleagues. HonesHkingpd
recommend that its very necessary to have a platform whereols#hgues come
together and discus about how to improve the teaching. But there ameee groblems
when some teachers were unable to come on time which delayeeedirags of
meeting, and we were just idling away time. In that situatiofeltl frustrated and
wanted to leave the meetings .If we want to utilize group mgstiwe will have to
introduce certain rules and regulation, and should enforce on every dicgpaats.
One should be punctuality. All teachers should be asked to come onAtiother
should be to give equal chances, and listen to each other. In our groupgsjeket
observed that some teachers were taking more time, and otherssient. In certain
cases, | witnessed hot arguments being exchanged among colleaguesre trying to
prove their point, and undervalue the view point of other. Such environment undermines
the effectiveness of group meetings. These problems should be sdieadwe have
group meetings otherwise we won’t be able to achieve our aimesother thing is, it is
not easy for everyone to attend group meetings. Some teachergdiaéew classes,-
they may not have any problem-the other have too many classesoaral extra
responsibilities assigned to them- in these circumstancesotitpossible for them to
attend group meetings. They are either overburdened or cand &bf@pare time for
attending group meetings or they have clash of timing-busy somewdigner in
teaching or carrying out other extra curriculum responsibitithe time of meeting. If
some teachers have these problems, he/she can't afford to attend group meetings.

After working for quite some time , how do you think EP as an apprtaehrds
teachers professional-self development?

Obviously, if this sort of thing has been continued, it would have mad# af |
difference on the way | was teaching, on the way | was dpvej as teacher. But a one
good thing that came out of this was how to teach new things in swiayple for the
learners .If | had continued, | would have learnt them but could not.rtlelass, and,

| am going to attend one teachers’ training program next weé&lamabad, | hope |
will learn these things .

What was the reason you left EP project, any particular thing or f2ason

| was not able to take care of two things at a time. Epergon has got his own nature,
and | am the person who can concentrate on one thing at one time, ad BEw and
something difficult. So | could concentrate either on teaching or Efteferred
teaching, and course getting done. EP is one thing which createdvdpdo other
things. | told you before just now, although | am no longer part of ERgtr@lthough |
was concerned with getting course done rather EP, but | fe# thenuch that | don’t
know, when teachers used to think | thought to myself that, this thitigethat | never
thought of thing in this way, because of that | gave my name ®rE# is a one thing
that has opened my sight that in a way | feel need so much to |&efore the
techniques of EP, that we discussed | thought | was a good teamherl thought |
knew a lot, even interview you took, of the beginning of this sessimould suggest
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the same things that | was over confident in some ways, nowk theed to learn a
lot. So for | am concerned EP has done a lot, as for the aetraliques of EP are
concerned, | have no idea, | am not able to practice it or d&t&niti to my teaching
properly.
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Appendix: D

Thematic Map for Pre-interview

Personal
Profile

QL TE CETC PDA

Variation in
Proficiency
level
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classes

CVPL DVPL WTVPL

IALC TALC SAILC

Some other issues
facing ELT profession

Negative Attitude Psychological barrier

Low level of Students do not know Preoccupation in Duration of class
confidence importance of learning English covering syllabus
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Views about

Suggestion to Curriculum

improve ELT
profession in USJP

QL: Qualification, T. E: Teaching ExperienceCETC: Challenge in Early Teaching CareBDA: Professional
Development ApproachCVPL: Causes of Variation in Proficiency Le&IPL: Difficulty in attending
Variation in Proficiency Level WTVPL : Ways of Tackling Variation in Proficiency Level] T: Issue of
Teachers' traininglLC: Issue of Large Classd#,LC: Issues associated with large classe8L.C: Techniques to
address the issue of large clas&58lL C: Suggestion to Adress the issue of large clas&€s, Appreciation of
Curriculum, Ol: Other Issues,TT: Teachers; training,
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Appendix E

Excerpts tracking the progress record of one participant

Excerpts from Group meeting-1

Shumaila: I am taking Economics P. | and then the combined class of Arts faculty
F: So both of these are remedial English

Shumaila: Yes, both

F: How many days are you taking Remedial

Shumaila: The last three days of the week

F: What is size of your class?

Shumaila: Economics 120, and in combined class, we have got more thandegsst
all the students do not get seats in the class, many take class while siatiténgjass.

F: Is this the regular attendance, while the enrolled students may be more.
Sh: Yes, many more than these.

Komal: | teach two departments: Management Sciences, andtliee is Mass
Communications.

Both the departments, | take part (I). The students in the Marsagesciences would
be about 80 t0 90 students, and in Mass Communications around 100.

F: As for the size of the class, Ishart believes thougleinelled students may be 150
or so But number of regular students is always around 60 or 70.Is ¢hzddb in your
class as well.

K:More than 70 attend normally my class, but sometimes you have tman 100
students as well specially around the time of mid-terms, or Wieenlasses are in full
swing; when there is no boycotts, then everybody is coming to attend the class.

S: | agree with Komal, the normal attendance is around 100 in my class.

I: suppose if 80 is the number, then approximately 50 or 40 students #tenlhss.
But the number increases when there is no boycotts or any disturbance.

F: You remember, Ishrat, when you had said in your interview rastthat the size of
class has never been the problem, and it has always been manatyegblestill agree
to it?

I: yes, sure, | easily manage when the size is about 70 or so.

K: One more thing, if | am not interrupting, in BCS there argdaclass rooms , like
large auditorium so if 50 , 60 students are there , they do not look hikgeaclass. But,
if there are smaller classes, though the students may not he marthe class looks
totally full, and you then say oh my God, so many students have ieothe class. |

think one of solutions for the huge classes could then be to have spacious classes,

I: yes, of course
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Shumaila: (while agreeing with other colleagues)-, Sumera ‘s@ysaging the class
and teaching the class are two different things. Suppose, you amen¢gdmut you do
not know whether they are learning or not even though they are figtemiyou, are
silent, and disciplined, so you can’t make sure in the class tf KBow whether they
are getting what you are teaching them”

I: there | could like to say, if you want to know whether theyl@aening or not, its then
the responsibility of the teacher to know it. Give them the typexefcise, where they
do participate , and at the end of a day or during the class, yowskaueh types of
questions, you could ask questions from some students in one day, and ithdapthe
you ask other students. In this way, you will automatically ctorienow how many of
the students are learning in the class and how many of thenotaréou cannot know
in one class whether the students are learning or not but you tcokmew with the
passage of time. Say for example, you start knowing from the begirgfi the
semester, and at the end of semester you can know that this martieer of the
students that are learning in your class. So in the secondtegrgeu can concentrate
on the rest of them. This is the process. So you cannot say iraptieede is change or
there is no change.

F: Shumaila, can you suggest any thing to see whether thenlgpasniaking place or
not?

Shumaila: Every day that we conduct the classes, this istlsimqevhich is kind of
habitual thing for teachers. We do have recaps, and we can ask studettitsr they

have understood something or not. Next day, when we come, we have more questions to
ask what we discussed yesterday, not all of them answer, analsbisot possible to

ask everybody in a huge class that of combined class. However shyahiwe know
whether they have understood or not. But the question is how to make suiteetha

will understand you. | don’t think that is possible.

Excerpts from Group meeting-2

Shumaila: Yes, | tried to focus on the combined class, which | hagdal about in the
previous meeting. If we look at the combined class it's morecditfithan of
Economics. The reasons might be that the Economics studentsdltbejoag to one
department so they are familiar with each other. They aradgieank with each other

so they can speak freely with one another and the class is addlo I$ns not a big
auditorium where students are away from each other. They @ing sjtite close to

each other. | am also vocal there. When we come towards to the combined class then the
class is also like bigger than the class of economics, and sed¢badbyoblem is they

come from variety of departments so still they are not ankeach other's name even.

So they feel a bit of hindrance to express their views or participate in the class

F: So how do you handle the combined class where students are frarerdiff
departments?

Shumaila: Number one, | try to be frank with them and don’t get stict to them,

keep on cutting the jokes with them, and then when they reply mexdompée today |

was teaching them present simple, then | say ok make some remjuest then one
student said, “madam please shut the door” then I replied why should | shut the door. So
this way | was trying to get them frank and all were langhsmiling. So this way my
lecture was better than the previous one but then still, few stuctan{dained to me ,
“madam , we all do not get you because students sitting in fraet getting attention ,
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and the rest were not given attention” . They said, “in this a blags we should be
bifurcated; we cannot understand your all points”. So they were qgitt in that way.
And, this combined class is in new wing where there is a prolilght is always not
there between 10 to 11-o-clock, and every can’t listen to me, andditested when
find students standing over there in the class.

F: In such environment, where there is small class and many suderdo you think
you become successful in making learning take place?

Shumaila: | don't think so, that it takes place much-no. Becausenosayhy because |
teach the same topic — | go from one class to the othdrhfilse combined than in the
economics. | feel those students in economics are getting mors paind | feel that
they understand me but | am unable to finish even half of the sapie | keep
repeating but students do not understand. It may be due to variatiafiarepcy level
among the students who come from Arabic, Sindhi, Muslim history, RAiris,
Psychology departments

Excerpts from Group meeting-3

Shumaila: Sir, | have been observing combined class and | had told yousabwmibf
problems in it. So, | started taking notes of the problems and ffieuldies | faced. |
found that only few students participated in the class, and studetimg $it the
backbenches looked less involved in the class. Despite my trycayld not create
interactive class, and majority of the students did not particiQateparing it with the
class of Economics, students in this class are very slow mgahings so | cover few
things and go very slowly. Environment is tense and students do nobfefdrtable, it
may be because of crowded class, students from many departments ...

F: Could you tell us, how did you take note of these events?

Shumaila: Sir, | normally do it in my other classes as wdllave diary, | take short
notes of what | see, what | cover in the class, and so thésItwas taking notes of
difficulties | had been facing in combined class.

F: So what are the difficulties you found through taking t.
Shumaila: Sir, | have to compose them yet

Excerpts from Group meeting-4

Shumila:................ , I would like to tell you that my concern was to explore the issues
regarding combined class. Because | felt comfortable teadhiotass of Economics
but | had lot problems to face in combined class which | came to kndaklng diary
notes such as students did not like to participate in the clagsieszmay be feeling
hesitation; the students sitting at the back benches did not lkistea tarefully. | got
conscious why students in combined class are uncomfortable, but studardkass of
economics were fine. So | started with asking students irothbined to tell what are
the reasons that they do not look comfortable in the class. Fortilisght why should
not | start with group activity. And, you know the combined clasdwsys very big so
it was not possible to ask every individual. | then arranged a speaking grivity aod
asked them to form a group of five members. As you know the seatarggaments do
not facilitate such kind of activities, | therefore asked studémtisthe middle person
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would be a group leader, and will collect the opinions of his members and will submit to
me at the end of group activity.

Sir, there is no doubt, it was very messy to do such things icldsges. The activity

did not go smoothly-some students were not participating in itngilli The response
was not high but | got a good response enough to understand the probtestlyi do

not remember how many groups were there but students raised soreensambich
were about different things such as students felt shy in thengeeséd students from
other departments; students from two departments dominated the whole class aghich w
leaving negative impact on other students from other departments. Studentaitéinafr
front of other students because they might have been mocked at.

Sir, | then read the views of students in free time. The viewsanfy students were
similar, and they have pointed same things. From their vielsokied that students
were not comfortable in the combined class due to internal rigatrgng the students
belonging to different department. In order to confirm that fadedided to maintain
diary. In this dairy, | took notes for three days to see wheth®trtie that students feel
uncomfortable in the combined class.

Hameed: | think you should try to give few lectures on telling they should not be
rivals and be friends.

Shumaila: But if there is rivalry , | don't think a teacher camdha it through
moralizing-for that one should take some solid steps like finding owttitents , and
discouraging them in front of others in the class as they shouldldizg it again in the
class.

F: 1 don’t think we may treat students in this way, this would teremme other
problems. We should try to find out ways.

Shumiala: | want to utilize this negative tendency by arrapgiompetition class. |
think the rivalry would not last for long time, and when students would kiaoW ether
then they can develop friendship with one another

Excerpts from Group meeting-5

As, it was confirmed through two different sources that students oflepertment do
not feel comfortable sitting together with the students from othmartheents, and there
is some rivalry or jealousy existing among the students ofréiffadepartments. | then
thought of arranging a sort of departmental competition in orderexploit
jealousyl/rivalry in to healthy competition.

For that, | choose an exercise from unit 2, and divided students in to groegosling

to their departments. Before start of competition, | informedstuglents about the rules
of competition which | wrote on the blackboard. | told them that comnpetivill
remain continued till the end of unit and | said that | would ask gachp equal
number of questions carrying some marks, and the score of each team was &xdrded
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happens in quiz competition. And, | told them | would give 3 prizes to thigte
scoring teams.

No doubt, it is difficult to monitor and handle the situation in largsses, and there
was some disturbance, shouting, hooting, and mocking , teasing in theibgdut it
looked students were getting involved and started enjoying the yaclewly and
gradually. They became serious in winning the competition.

Hameed: who won the competition?

Shumaila: There were three teams who won the competition, | do metiger the
exact score of each team, but two of them from girls and oneoWd®ys. The
competition was interesting in way, on the hand it was competitiovebatdepartment
to department and on the other hand it competition between girls and boys.

253



Appendix: F

Questionnaire Survey

The purpose of this questionnaire is to know the opinions of yours about Individual
Class Presentation (ICP), which has been in practice fotalgog period in Remedial
English class. Your participation by responding to the following demstions about

ICP would help us develop some understanding about this issue.

Your cooperation in this regard will highly be appreciated

What is the significance of ICP for you in learning English?
Please put the sign of X in one of the following boxes

Most significanf_] more significan{_] less significant_] No significant]_]

How many times have you been participating in the ICP?
Please put the sign of X in one of the following boxes

Frequentlyf | Sometimes$ | Rarely[ | Never[ ]

Can you tell us the reasons why do you like to participate/why dongd like to
participate in ICP?

How much do you benefit from ICP by other students in your class?
Please put the sign of X in one of the following boxes

Alot[ ] Somewhat] | Notatall[ ]

What is the role of ICP in your confidence building?
Please put the sign of X in one of the following boxes
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Significantl | Somewhak | Not at all[_]

Does ICP help you improve your speaking skills?
Please put the sign of X in one of the following boxes

Yes[ ] Somewhat | Not[ ]

What do you think are the positive or negative effects of ICP on you?

Please write down suggestions, if you would like to give about ICP.
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