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Abstract

This qualitative study aims to explore the development of four tertiary level EFL teachers’
cognition in the context of Bangladesh. In Bangladesh at tertiary level aspiring teachers get
recruited as lecturers mainly based on their academic results and research publications. These
teachers seem to have excellent content knowledge and experience of learning English in formal
and informal settings. However this study indicates that besides content knowledge they need
practical knowledge of teaching, and proper understanding of the profession (i.e., challenges and
complications in teaching, teacher-student relationship and so on) before joining the profession.
Questions arise, how do EFL teachers at tertiary level learn to teach who usually do not receive
any formal teacher training? Do they really face complications in their first years of teaching? If
yes, how do they cope with those complications? What type of training can be provided to them?
This research aims to answer these questions. Using the paradigm of narrative inquiry this study
explores the experiences of four EFL teachers’ at tertiary level— two of them are novices and
two experienced— as they join teaching and learn to teach. Findings of this research indicate that
the participant EFL teachers at tertiary level face many complications in their initial stages of
learning to teach, which in many cases remain unresolved due to lack of proper direction. This
study also recommends teacher education program, run by experienced EFL teachers and
researchers working in this field, for tertiary level EFL teachers as a platform where they can
share their everyday experiences of learning to teach. Furthermore, this research points to the
need for special journal issues to publish EFL teachers’ narratives so that EFL teachers who
might have been going through similar complications can be benefited. This research carries
direct implications for in service and pre-service EFL teachers, and experts involved in EFL

teacher cognition research, and the development of effective teacher training programs.
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Chapter 1

Introduction

[T]eachers are not empty vessels waiting to be filled with theoretical and pedagogical
skills; they are individuals...with prior experiences, personal values, and beliefs that
inform their knowledge about teaching and shape what they do in their classrooms.
(Freeman & Johnson, 1998, p.401)
How do language teachers know what they know? How does language teacher cognition form
and develop over time? The movement of teachers’ professional development away from
“knowledge transmission model”' addresses such questions, and asserts that teachers are
“knowing professionals or agents of change” who should not be undermined as passive
knowledge seekers attending teacher education programs to learn to teach (Johnson &
Golombek, 2002, p.1). With this view, this research contributes to the narrative studies of
teachers’ experiences that ascertain teachers’ ways of knowing and experiences as central to
teacher education. Studies of this kind not only bring forth teachers’ life experiences, it “values”
teacher educators and teachers (whether pre-service or in-service) as experts whose voices need
to be heard in “decisions making” regarding their professional development (Gerardo &
Contreras, 2000, p.24). In general, teacher cognition research or studies on teachers’ life
experiences focus on teachers’ individual experiences of learning and/or teaching, and attempt to
understand teachers’ practices in relation to their learning and/or teaching contexts. Teacher
cognition, as defined by S. Borg, refers to the “unobservable cognitive dimensions of teaching—
what teachers know, believe and think™ (2003, p.81). Research in this field delve into “teachers’

mental lives” which shapes their practices (Welberg, 1977; in Freeman, 2002, p.2), and thus

" In “knowledge transmission model” teachers are viewed as “object of study” and researchers through their study
determine best practices of teaching ignoring actual teachers’ voices in this regard (Johnson & Golombek, 2002, p.1)
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views teachers as knowing professionals who can articulate the reasons behind their actions,

which is often impossible for anyone to make sense of from simple classroom observations.
1.1 Problem statement

Need of tertiary level EFL teacher training in the context of Bangladesh has been identified as a
barrier in the path of EFL teachers’ professional development by researchers (Sultana, 2005;
Rahman, 1998; in Mahmuda, 2012; H. Khan. 2008; R. Khan, 2009; Mazumder, 2012). These
studies though emphasized introducing quality training to EFL teachers, hardly any of them
specifically addresses how should be the training programs for EFL teachers at tertiary level.
Mazumder though suggests establishing an institute by the Ministry of Education and University
Grants Commission to train novice teachers on “teaching-learning methodology and pedagogical
research”; simultaneously experienced teachers will also be required to attend training each year
so that they can be informed about latest teaching techniques and pedagogy (2012). Mazumder’s
argument seems convincing apparently, though it the author seems to echo the “knowledge
transmission model” (Johnson & Golombek, 2002, p.1) as he did not focus on the importance of
listening to teachers’ voices.

More to the point, at universities in Bangladesh aspiring teachers get recruited based on
their academic results (Mazumder, 2012) and research publications. Teachers at tertiary level
join the profession mostly after completing a four year honors and one year masters degrees in
English language and/or literature where they are introduced to basic language learning and
teaching theories, and sometimes language teaching pedagogies (in case of MA in ELT).
However these programs are not primarily designed (except MA in ELT) to prepare students for
teaching profession (teaching is considered to be an option like many other options i.e.,

journalism, government jobs, bank jobs and so on). Mazumder who conducted studies “to
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understand the critical to success (CTS) parameters in higher education quality improvement
process”, and had an opportunity to conduct workshop for “faculty development workshops and
seminars” at many public and private universities in Bangladesh and at University Grants
Commission of Bangladesh asserts that the aspiring teachers might join teaching with great
content knowledge, yet only their content knowledge does not ensure quality education (2012).
The author contends that his studies pointed out teacher development and training program as
“most important and critical factor for success in quality improvement” (ibid). With similar vein,
this paper problematizes the practice of not providing any pre-service or in-service training for
language teaching professionals who are teaching or going to teach at tertiary level.

Furthermore, up to date English language teacher cognition research seems to be quite a
new scope of research in the context of Bangladesh, but there is hardly any study available in this
area. Researchers working in the field of Bangladeshi English language teacher development
though argue for quality teacher training (i.e., Harun & Al-amin, 2013; H. Khan. 2008; R. Khan,
2009) have not yet attempted to shed light on teachers’ real life experiences or the stories of their
professional lives. It seems that these teachers’ voices or their mental lives are still in the
background. In the context of Bangladesh there is a real dearth of research on English language
teachers’ development of cognitions. Besides, constant argument for English language teacher
training, keeping aside the argument for studies into teachers’ mental lives and training on
reflection, seems inadequate.

1.2 The present study and its aims
This study contributes to the literature on English language teacher development in the context of

Bangladesh in its attempt to bring forth tertiary level EFL teachers’ experiences of learning and

teaching. Through this study English language teachers and teacher trainers in Bangladesh would
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understand why it is of paramount importance to shed light on language teacher cognition to help
them flourish as language teachers. Furthermore, the study is significant as it employs narrative
inquiry (comparatively a new method in the context of Bangladesh) of knowing about teachers’
mental lives.

The purpose of this research is to understand the development of novice and experienced
EFL teachers’ cognitions at tertiary levels in the context of Bangladesh, and the factors that
advance the change in cognitions from teachers’ narratives of their experiences. Studies in this
field have much focused on the cognitions of pre-service language teachers than in-service (S.
Borg, 2009), for which this study attempted to shed light on the cognitions of novice and
experienced EFL teachers in an EFL setting like Bangladesh. This research contributes to
researches in the field of language teacher cognitions that call for uniformed language teacher
education programs which will help practitioners in making sense of their practices, and will also
at the same time help them to bridge the gap among their prior experiences as language learners
and teachers, new knowledge, expectations and so on. Through this process novice teachers will
come into contact of the knowledge and experiences of teachers who are already in this
profession for years (experienced teachers). In addition, this research contributes to the call for
“narrative inquiry into language teachers’ experiences” (Johnson & Golombek, 2002) to better
understand the practices of the professional in the field of language teaching. The current study
investigates into the journey of EFL teachers as novices to more experienced at tertiary level in
Bangladesh.

This paper argues that university English language teachers who already have some
exposure to language learning theories and basic teaching methods, need training on practical

knowledge of teaching and reflective practices which would help them develop professionally.
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One of the major parts of reflective practices is narrative research or narrative inquiry, one of the
focuses of this study, which enables the inquirer to delve in-depth of a particular issue. In this
research I will attempt to explore the idea that simple implications of language teacher education
program that provides content knowledge (ELT methodologies, teaching pedagogies, syllabus
and materials designing and so on) might not be applicable in case of tertiary level teachers who
usually have excellent academic record (i.e., good results and research publications), because
they can learn about methods and techniques from attending workshops, seminars, research
journals and many other sources. This paper exhibits that language teachers’ language learning
and teaching experiences play crucial roles in shaping their cognitions related to their practices,
and thus calls for teacher education programs that can equip the practitioners with ways and
ideas of conducting narrative inquiry into their practices. Furthermore, teacher education
program of this kind ought to act as a platform for EFL teachers, novice and experienced, to

share their stories of teaching.
1.3 Operational definitions
1.3.1 Novice teachers

Novice teachers are “newly qualified” teachers having 1— 3 years of teaching experiences

(Farrell, 2012).
1.3.2 Experienced teachers

Teachers having more than 3 years of teaching experiences (Farrell, 2012).
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Chapter 2

Literature Review

Teacher cognitions refers to “what teachers think, know, and believe and the relationships of
these mental constructs to what teachers do in the language teaching classroom™ (S. Borg, 2003,
p.81). Teacher cognition is “the store of beliefs, knowledge, assumptions, theories, and attitudes
about all aspects of their work which teachers hold and which have a powerful impact on
teachers' classroom practices” (S. Borg, 1998, p.19). It studies teachers’ beliefs in relation to
teaching, learning, learners, the subject matter and how an individual views himself or herself as
a teacher or how he or she views the role of a teacher (Calderhead, 1995; in M. Borg 2001,
p.187).

Research in the field of second and foreign language teacher cognition is comparatively a
recent phenomenon emerged only in mid 1990s (S. Borg 2009, 2003, 1999; Gatbonton 1999). In
teacher cognition studies researchers treat teachers as “thoughtful people” who have prior
experiences as students and teachers, and whose individual beliefs and values contribute in
shaping their practices in real classroom practices (Freeman & Johnson, 1998, p.400-401).
Language teacher cognition researches delve into “teachers’ mental lives” and show how this
“mental lives” of teachers address teachers’ classroom practices, and at the same time explore
“the process of becoming, being, and developing professionally as a teacher” (S. Borg, 2009,
p.163). S. Borg emphasizes that “the hidden relations for teachers’ instructional decisions™ can
only be explored through studies on teacher cognitions (1998, p.26). Moreover, teacher cognition
research examines teachers’ thinking process assuming that teachers are “rational professionals
who make judgements and decisions in an uncertain and complex environment" (Shavelson &

Stern, 1981, p.456; in Ellis, 2006). With a similar vein, S. Borg argues that though the
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institutional and other contexts of language teaching, going to be explored in following sections,
might act as barriers for teachers to implement their beliefs completely, it cannot be denied that
teacher cognitions have significant roles to play in real classrooms (1998, p.23).

In general, language teacher cognition studies conducted on in-service teachers, as I have
attempted in this study, bring forth the concept that teachers’ actions or practices are not always
shaped by their cognition, yet teacher cognition is also a subject of change over time by teachers’
actions and experiences (S. Borg, 2009; p. 166). This study attempts to study the changes in
cognitions in both novice and experienced EFL teachers at tertiary level and the factors that
caused changes in teachers’ cognitions. As a part of that endeavor, some recent and past research
findings have been accumulated in this chapter to analyze different aspects of language teacher
cognition.

2.1 Factors influencing development of language teacher cognitions

Teachers’ professional lives, their working place and the circumstances they face as individual
practitioners are considered to be important factors in influencing the development of teachers
cognition, and therefore researchers argued for a change in theories, classroom methodologies
and other contents, often promoted by teacher education programs, in a way that would address
the above mentioned issues (Freeman & Johnson, 1998, p.405). Freeman and Johnson propose
three domains of the knowledge base of language teachers that highlights how language teachers

learn to do their work: “the teacher learner”, “the social context™ and “the pedagogical process”

(1998, p.406).
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Learning The contexts...

The teacher as |:>
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schooling
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of the activity of teaching Creating
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practice

Note: Domains are in boldface; processes are in italics.

Figure 1 Framework for the knowledge Base of Language Teacher Education (reproduced
from Freeman & Johnson, 1998, p.406)

The first domain in the diagram “the teacher learner” focuses on the learning process of language
teachers (p.407). This domain views language teachers as learners of language teaching. This
domain redefines the images of teachers as experts always ready to transfer their knowledge to
students like “conduits”, and projects teachers as individuals having their own beliefs and
thinking in relation to language teaching and learning, and who are in their way to learn to teach
language (ibid). The second domain “the social context” emphasizes on understanding the role of
schools and schooling as “social and cultural context™ for teacher learning. Lastly, the third

domain “the pedagogical process” is concerned with the activity of real classroom teaching

(Freeman & Johnson, 1998; p.407-410).
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To some extent with similar understanding S. Borg (2003) identifies three major

constructs of language teacher cognitions: teachers’ life long experiences in schooling, teacher

education programs and classroom teaching experiences (figure 2).

Extensive experiences of
classroom which defines early
cognitions and shapes teachers’
perceptions of initial training

T

[ Schooling

Beliefs, knowledges, \

theories, attitudes, images,

May affect existing cognitions
although especially when
unacknowledged, this may limit
its impact.

?

]——> Professmnal coursework

/ About teaching,
teachers, learning,

students, subject

i Teacher .
assump t.10ns, metaphqrs, Cooniti matter, curricula,
ognition )
conceptions, perspectives. g materials,
instructional

/

Contextual Classroom practice
factors including practice teaching

|

Influence practice either by
modifying cognitions or else directly,
in which case incongruence between
cognition and practice may result.

v

Defined by the interaction of
cognitions and contextual factors.
In turn, classroom experiences
influence cognitions unconsciously
and/or through conscious reflection.

Figure 2: Teacher cognition, schooling, professional education, and classroom practice

(reproduced from S. Borg 1997, 2003)

Figure 1 and figure 2, suggested by Freeman & Johnson (1998) and Borg (1998), explore

common sources that construct teacher cognitions. In both figures 1 and 2, the first construct

seems to be language teacher personal language learning experiences which can be both in

formal and informal settings. The second construct is teachers’ experiences as participants in
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teacher education programs, and the third construct is teachers’ real experiences of teaching and
culture of their workplaces. These three constructs of language teacher cognitions will be briefly

explored with reference to other relevant literature in next three sub-sections.

2.1.1 Early formation of language teacher cognition: language learning

experiences

Language teachers’ initial cognitions related to language learning and teaching starts forming
from their early experiences as language learners both in formal and informal settings (Freeman
& Johnson, 1998; S. Borg, 1998, 2003; Ellis, 2006; Numrich, 1996). The first domain of the
knowledge base of language teachers in figure 1, “the teacher-learner”, shows that much of
language teachers’ knowledge of language teaching comes from their experiences as students in
formal and informal language learning context, and as learners of language teaching (Freeman &
Johnson, 1998). In figure 2 the same concept, in one way or another, has been addressed under
the segment entitled “schooling” through which S. Borg (1997; in Borg, 2003) draws how
teachers’ experiences of early schooling is directly connected to teacher cognition. Teachers in
these figures have been treated as individuals who join the profession with their own values,
beliefs and prior experience of learning that often contribute in what they do and how they do in
the classroom, quite in contrast to traditional view of looking at teachers “empty vessels” who
need adequate understanding of theories and appropriate pedagogy (Freeman & Johnson, 1998,
p.401). To clarity, for instance, teachers who learnt a language successfully under grammar
translation method might find it appropriate implementing that method while teaching language
to their students, on the other hand teachers who learnt language in interactive ways might find it

difficult to apply methods or techniques that focus on grammatical accuracy (Borg, 1998).



19

The influence of teachers’ prior language learning experience have been identified by
many scholars (Lortie, 1975; in Ellis, 2006; Freeman & Johnson, 1998; S. Borg, 1998, 2003;
Ellis, 2006; Numrich, 1996), however there is argument regarding the extent teachers’ learning
experience contribute in shaping their cognition. Lortie (1975) in one side argue that students’
(future teachers) experiences of observing teachers teaching forms “powerful imprints” in mind
“which are not necessarily erased by teacher training programs™ (in Ellis 2006), in another side
with similar strength Ellis (2006) and Bailey et al. (1996; in Ellis 2006) assert that teachers do
not always replicate their classroom experiences as learners, instead they choose what to select
or delete based on their experiences of learning and teaching. Therefore, Numrich (1996) and
Ellis (2006) rightly argue that teachers to a great extent depend on their language learning
experiences, and adapt strategies they found effective as students. Those do not have such
experience of learning a foreign or second language therefore lack proper understanding in this
regard (Ellis, 2006).

In this regard, Numrich’s (1996) analysis of dairy studies conducted by novice ESL
teachers reveals that from prior language learning experience teachers only follow the strategies
they think can bring positive changes in their learners’ learning. For instance, the study shows
that a participant who noted her early childhood method of language learning (memorizing 5-10
new words everyday) as a failure did not try to follow that as a teacher, rather the participant
followed interactive approach of language teaching which she followed in adulthood and learnt
an L2 successfully. Quite similarly, Ellis’s (2006) study shows that the participant language
teachers tend to guide their students following different language learning strategies which they
followed as L2 learners. For instant, in Ellis’s (2006) study a participant named Anna mentions

that she asks her students to compare the patterns of their L1 and L2 because as students she
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applied the same technique and succeeded to learn her L2. Ellis (2006) concludes arguing that
for monolingual teachers who do not have experiences of learning an L2 in formal settings
(where the target language is often the only medium of instruction), it is likely that they can learn
about learning an L2 mainly through formal training and reading of related materials, which
might often fall short in understanding L2 learners’ real barriers. And therefore, these
monolingual teachers might not be able to explore language learning strategies or
communication strategies similar to bilingual teachers. Bilingual teachers, in this case, are
expected to have greater flexibility in understanding students’ situations. However, Ellis’s (2006)
study puts aside the influence of teachers’ experiences of language teaching or participating in
teacher education programs in shaping teachers’ practices, and the factors often seems to prevent
teachers from applying their own strategies of language learning and teaching which is one of the
major focuses of the current study.

Thus it seems convincing that the knowledge teachers earn through academic learning (in
schools or teacher education programs) and the knowledge they gain through experience of
teaching in real classroom equally contribute to their “professional competence” (Wallace, 1991;
in Ellis 2006). While in some cases language teachers from their own language learning
experiences adopt some strategies, they also reject several techniques especially when they

recognize the pitfalls of those techniques (Numrich, 1996).

2.1.2 Changes in language teacher cognition: from language learning

experience to participating in teacher education program

Teacher education programs play significant role in shaping the trainee teachers cognitions about
teaching and learning (S. Borg, 1999; M. Borg, 2005). However, it is not guaranteed that all the

principles introduced in teacher education programs will be implemented by teachers in real
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classroom practices (S. Borg, 1999); often after training the participants’ beliefs change to a
small extent (M. Borg, 2005).

M. Borg’s study on a participant in a pre-service teacher training reveals that the
participant’s beliefs on language learning and teaching remained almost same as at the beginning
of training (2005). The author argues that the participant’s beliefs related to language learning
and teaching though formed from her schooling and work experience, most of the experiences of
schooling shared by the participant were negative (ibid). For instance, the participant before and
after teacher training expressed her views against didactic teaching methodologies through which
students’ involvement is ignored, and emphasized on developing respects for students to ensure
good learning environment which in fact seems to be an outcome of her negative learning
experience in school. The author concludes that this negative experience of the participant
regarding language teaching methodology and learning environment developed her concern for
teachers’ classroom performance putting a side the actual challenges of teaching (e.g., lesson
planning). Initially the participant viewed teaching only as classroom performance which she
observed in her school as student, in M. Borg’s word the “front-stage behaviors”, in contrast to
teachers’ hard work for planning and preparation before conducting classes, the “backstage
elements” which is not observable to students (2005, p.25). However after the training the
participant seemed to be aware of teachers’ role in planning and fulfilling the aims of teaching.

Quite significantly, this study further strengthens the role of language teachers’ prior
language learning experience, and projects that often these experiences are so powerful that

remained unchanged even after formal teacher training.
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2.1.3 Changes in language teacher cognition in actual classroom teaching

contexts

However, the cognitions teachers develop through real language learning experiences or as
participants in teacher education programs are often seem to be challenged by real classroom
teaching practices. This section addresses the factors influence teachers’ cognition just after they

join the profession.
2.1.3.1 First year teaching practices

Language teachers’ experiences of language learning and participating in teacher education
programs are often challenged by their first year teaching experiences. Veenman (1984) termed
the transition of teachers from teacher education program to real classrooms as “reality shock™ as
often the beliefs teachers form during teacher training program are challenged by the authority of
the workplace (in Farrell, 2009). Language teacher education program that often put extra
emphasis on improving teachers’ knowledge about language teaching methodologies do not
address the real complications teachers might face in their first year of teaching, and thus novice
teachers often see their beliefs related to language teaching and learning in conflict with the
requirements of their workplaces (Farrell, 2006).

Language teachers’ transition from teacher education program to classroom practice
studied by Farrell (2006) provides strong argument in this regard. The author studied the phases
of development of one English language teacher (named Wee Jin) in the first year of that
teacher’s teaching career. Farrell outlined three major complications faced by Wee Jin in the first
semester of teaching— language teaching approach, content of teaching and professional
relationships with colleges and authority. From Farrell’s (2006) study it is found that the

complications related to language teaching approach and content arose when Wee Jin’s
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experiences of learning language and participating in teacher education program were in conflict
with the requirements of the school. Wee Jin notes that the language teaching approach (student
centered interactive approach) he learnt during teacher education program was unacceptable by
the school authority, and this decision was in turn quite difficult for Wee Jin to accept. The
second complication regarding language teaching content was in conflict with his personal
experience as a language learner. Wee Jin mentions in his journal that the imposed “department
produced materials™ controlled his scope of implementing materials, and therefore new teaching
ideas in the classroom. Data drawn from Wee Jin’s journal exhibit that it was difficult for Wee
Jin to cope with the exam centered teaching approach nourished by the school authority as he
thinks that this type of attitude might be a barrier for successful language learning. The third
complication was the school’s “culture of individualism™ that left him alone in his first year of
teaching. Interestingly, when Farrell (2006) attempts to focus on how Wee Jin resolved this
complications, in most cases it is found that Wee Jin remained quite unsuccessful in resolving his
complications. In case of teaching approach and content he had to negotiate with his beliefs and
school’s requirements to much extent, and as a result he was quite unsatisfied and confused
regarding which way to choose. And the third complication “collegial relationship™ remained
unresolved.

Farrell concludes his study arguing that though the aim of this research is not to highlight
the complications face by a first year language teacher, through this type of study pre-service
language teachers will be benefited. The aim of this study, as mentioned by the author, is to
inform teacher educators that teacher education program need to address the real complications

faced by novice teachers. Before entering into the real classroom if teachers have proper
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understanding of what they might face in their professional life it will help them resolve their

complications following this type of case studies (Farrell, 2006).
2.1.3.2 Identity Transformation: from language student to language teacher

Along with the role of other factors, as have already been discussed, the question of teacher
identity has been identified by researchers as an influential factor in shaping teachers’ cognition
(Kanno & Stuart, 2011). Kanno and Stuart’s (2011) study argues that “the construction of a
teacher identity is integral to novice L2 teachers’ learning-to-teach processes™ (p.237). Through
two case studies conducted on two graduate students in MATESOL program in a U.S. university,
the authors exhibit how novice ESL teachers learnt to teach, and how their learning-in-practice
shapes their teacher identities. The authors clarifies that the main purpose of their research, the
idea originally derived from Freeman(2002) as they mentioned, is to highlight how “L.2 teachers’
mental process initially form, change and ultimately develop within the institutional contexts of
teacher education programs and classroom practice experiences” (p.237).

In their theoretical discussion of “learning-in-practice” and “identities-in-practice” Kanno
& Stuart refer to Britzman’s(1994) differentiation between “role” and “identity” (2011).
According to Britzman (1994), “role in a public function often assigned externally, whereas
identity involves inner commitment” (in Kanno & Stuart’s, 2011, p.239). Again, in reference to
Danelewicz’s (2001) ideas on teacher identity the authors assert that “becoming a teacher is
nothing short of identity transformation” (in Kanno & Stuart’s, 2011, p.239). the authors clarifies
that becoming a teacher is not like playing any assigned by someone else, rather the whole
process takes place in the mental horizon of the practitioners; and through teaching practices they

feel like being teachers (2011).
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The authors identify Lave and Wenger’s theory of situated learning (Lave, 1996; Lave &
Wenger, 1991; Wenger, 1998; in Kanno & Stuart, 2011, p.239) as a useful framework to explore
“L2 teachers’ identity formation in the context of classroom practice” (p.239). the authors argue
that according to Lave and Wenger’s (1991) concept of learning-in-practice, the novice teachers’
learning to become teachers is not simply for the learning of “its own sake”, rather they learn to
become part of the community that they want to be (in Kanno & Stuart, 2011, p.239).

The authors moves on to clarify the concept of “identities-in-practice” (Lave, 1996;p.157;
Wenger, 1998,p.215; in Kanno & Stuart, 2011) by arguing that according to Lave and Wenger
the practitioners do not bring a “well formed” identity in their practice, nor the identity
“incidentally emerges as a result of acquiring a particular skill set on knowledge”, rather
practitioners develop their identities as they “engage in practice” (in Kanno & Stuart, 2011,
p-239). The authors thus suggest that the student teachers (in this case pre-service teachers)
struggle to be “‘language teachers’ (original emphasis) in particular communities of teachers and
learners” (p.239). from the authors argument it becomes apparent that the journey of becoming a
teacher or language teacher thus is connected to the social settings of the practitioners, and
therefore they shape their identity in relation to what is expected by the community (the
community involves their colleagues, authority, students and so on) they are part of.

The authors therefore assert the concept of “identities-in-practice” with the claim that it
refers to “a mutually constructive relationship between identity and practice. Identities
develop...as one takes part in the practice of a community and learns the ways of being and
doing in the community...Practice shapes identity, whereas identity, in turn, affect practice”
(2011, p.240-245). Danielewicz (2001 in Kanno & Stuart, 2011) states that the process of

becoming a language teacher involves the individuals so strongly that becomes part of the
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individuals’ identity (p. 239). In Kanno & Stuart’s words “becoming a teacher is noting short of
identity transformation” (2011, p. 9).

Kanno & Stuart (2011) examines how novice ESL teachers learn to teach, and how
through this experience of learning their identities as language teachers are shaped. Two graduate
students (Amy and John) in a MATESOL program at a U.S. University have been observed for a
year (divided in three quarters) as they first time taught ESL classes. The study highlights the
transitional process of novice language teachers; how they learned to teach language in light of
their experience (the authors mention this transition as teachers’ learning-in-practice). For
instance, the study shows that even though two participants at the beginning were quite
uncomfortable in exercising the teacher authority, with the course of time they discovered that
they need to be little authoritative for better classroom management of to ensure students’ proper
learning. In addition, the participants also realized their strong identification with students needs
to be changed to avoid unwanted situations (tardiness, late or no submission of assignments and
so on) arousing in the classroom in the first quarter. Similar to these complications, in light of
their first quarter teaching experience the participants developed strategies to deal with their
weakness (e.g., Amy developed strategies to deal with her weakness in grammar and
vocabulary).

An important finding of this research, as Kanno & Stuart (2011) mention, is that novice
teachers’ changes are not always positive (p.248). The authors point out that some positive
qualities they found in the participants while observing them in their first quarter of teaching
were lost as they gained experience. For instance, the “level of excitement” regarding the
profession they witnessed in the first quarter changed into “business like attitude™ later (p.242).

Authors mention, as two participants developed their identities as teachers, simultaneously they
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detached themselves from students, and in consequence while in the beginning for any unwanted
situation (tardiness, late or no submission of assignments and so on) the teachers blamed their
inability to engage students in classroom activities, in second and third quarter of teaching the
participants found students guilty for being unable to get involved in classroom activities.

2.1.3.3 Teachers’ changes in teaching practice

Over time as teachers learn to teach their practices of teaching are shaped and reshaped from
their everyday experiences of teaching, attending seminars and workshops and different
activities. Investigating 112 second language teachers through teachers’ self-reported
questionnaire and few interviews Richards et al. (2001) highlights seven major areas of changes
in teachers’ Approach to Language Teaching over time—

1. Learner centeredness (22%)

2. Basic teaching philosophy (21%)

3. Materials and resources (15%)

4. Language learning activities (12%)

5. Teaching grammar (10%)

6. Teacher confidence (9%)

7. Others:

7.1 Learner errors (3%)

7.2 Teaching the language skills (3%)

7.3 Teacher effort (2%)

7.4 Teaching procedure (1.4%) (adapted from Richards et al. 2001; p.6)
The study shows that over time a significant number of teachers’ teaching approaches have been

more learner centered; they focused more on learners’ need and preference than before, and by
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doing these they mentioned that they valued their learners as individuals (Richards et al., 2001).
Interestingly, as the authors found, some teachers mentioned changes in their teaching approach
as away from learner centeredness. The participants reported that teacher centeredness allows
them to cover the syllabus within a short span of time, which becomes difficult in a learner
centered classroom. In the second category of changes (basic teaching philosophy) the
participants pointed out changes in teaching methodology, classroom activity, areas of focus in
lessons, and testing. For instance, some teachers reported shift in their teaching approach from
structural to communicative, communicative to analytical approach, and some other teachers
reported their teaching approach as more interactive, activity based and sometimes more project
based and so on. Regarding teaching materials and resources many teachers mentioned that in
early years of teaching their main focus was to cover textbooks though, over time they learned to
use authentic and self-created materials alongside the prescribed textbooks. In case of grammar
teaching and learning activities, a significant number of teachers (see figure 3) marked that they
now focus more on fluency and communication whereas in early years their preferences were
accuracy and grammar. While reporting on level of confidence, most teachers stated that their
experience of teaching helped them becoming more realistic from idealist, and over they have
become more confidant is designing materials and test.

Similar to Richards et al.’s (2001) study Bailey (1992) also studied teacher change. Some of
these changes are:

= Shift from teacher centered classrooms to student centered classrooms

» Variations in material selection

= Shifted focus from accuracy to communication

» Explicit teaching of grammatical rules decreased
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Attitudinal changes
Group works were preferred than individual work
Students’ involvement in classes increased

Approaches in teaching children were changed (adapted from Richards et al. 2001; p. 5)

The findings of both studies are quite aligned. In line with identifying the changes occur in

language teachers’ practices as they develop with time, an important part of this lies in the

sources to a large extent responsible for these changes in teachers’ practices.

2.1.3.4 Sources of teacher change

Major sources of teachers’ change in teaching practices over time have been identified by

Richards et al. (2001). Through this study the authors listed the following major sources of

teacher change based on the responses of their participants:

1.

2.

8.

9.

In-service courses (or in-service teacher training) (49.1%)
Seminars/conferences (42%)

Student feedback (41.1)

Self-discovery (34.8%)

Trial and error (33%)

Collaboration (32.1%)

New texts/curriculum (20.5%)

Contact with others (17.9%)

Research (8.9%)

10. Tired of doing the same thing (8%)

11. Other (7.1%)

12. Teaching journal (5.4%)
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13. Feedback from supervisor (4.5%) (adapted from Richards et al. 2001, p.9)
This study indicates that in service courses, seminars and students’ feedback are top three
sources of in-service teachers’ change. The teachers reported that participation in in-service
training, seminars and conferences helps them to stay updated about new resources and
techniques of ELT, and also through these they get to share their own understandings with other
experts and colleagues. Besides, the participants mentioned that students’ feedback help them to
reflect on their teaching practices and bring changes in their teaching methods accordingly. In
addition, “self discovery” and “trial and error” helped them to reflect on to what extent they have
been successful in achieving their goal in teaching. Collaboration with colleagues, and contact
with experts through seminars and workshops have been identifies as catalyst in bringing change
in teachers’ practices. Moreover, new curriculum and text book have been mentioned as factors
that obviously bring changes in theaters’ practices. On the other hand, participants reported
almost no changes due to their research work, feelings of boredom or feedback from supervisors.
From this study it becomes apparent that for teachers, students’ feedback, teacher training and
self discovery play significant role in developing their cognitions related to language teaching.
However the authors suspected that one of reasons of choosing in-service training as the most
influential source of change by the participants might be that when the authors collected data for

their research all participants were attending an in-service training program.

2.2 Language teachers’ development, narrative research and teacher

education program

This section briefly discusses the concept of language teachers’ development, components of
language teacher education programs and emergence of narrative research in the path of

language teachers’ development.
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2.2.1 Language teachers’ development

In defining the concept of language teachers’ development Mann’s (2005) review article entitled
“The language teacher’s development” was found relevant. The aim of teacher “training” is to
introduce methodological and theoretical issues related to trainees (Mann, 2005). On the other
hand, according to the “European view” of teacher development it is “that teachers themselves
undertake and that is guided by the teachers concerned” (Miller (2004: 2) quoted Johnston
(2003:120); in Mann, 2005, p.104). Mann defines “professional development™ as “career
oriented” which has “a narrower, more instrumental and utilitarian remit”, and asserts that
“teacher development is more inclusive of personal and moral dimensions” (2005, p.104).

Mann from his reviews of important terms (i.e., “development”, “training”, “professional
development” and so on) and on the basis of the arguments of many scholars (i.e., Freeman
(1989), Miller (2004), Johnston (2003) and many others) summarizes that the language teacher’s
development is a “bottom—up process” in which central focus is on individual teachers’ “insider
views” and therefore “efforts are instigated by individuals and groups™ (e.g. Cheng & Wang
2004; in Mann, 2005, p.105), in contrast to “top down approach” in which “educational leaders
and principles” (Glickman, 2002; Sparks, 2002; in Mann, 2005, p.105) or more clearly
conceptual theories and teacher educators play central roles. Moreover, these programs though
“independent of the organization”, yet can perform better if supported by institutions (ibid).
Furthermore, through this program as participants articulate their experiences and beliefs inside,
they simultaneously make sense of the factors contribute in shaping their beliefs and experiences
(ibid). This is therefore an ever continuing process that includes teachers’ “personal, moral and
value dimensions” which should be incorporated in training and such development programs

designed for language teachers (ibid). In short, Mann’s summary of the conceptual understanding
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of teacher’s development suggests that the urge of professional development in teachers should
not be directed by any outside stimulus, but from teachers’ inner self. Moreover, knowledge is
not something transferred in a top-down process from teacher educators to practitioners
(Richards, 1998; in Mann, 2005, p.107), rather it should be co constructed with the involvement
of both parties (Roberts, 1998; in Mann, 2005, p.107).

The argument of “self-development”, governed by “self direction”, seems to be in the
core of the definition of “language teacher development™ (Mann, 2005). “Self direction” refers to
the “characteristics of an individual that predispose one toward taking primary responsibility for
personal learning endeavours™ (Brockett & Hiemstra, 1991, p.29; quoted in Mann, 2005, p.104).
Referring to the work of Johnson and Golombek (2002) Mann (2005) strengthens his argument
for teacher development as attributes to teachers’ “self-development”. Mann maintains that
Johnson & Golombek highlights ‘an epistemology of practice that characterizes teachers as
legitimate knowers, producers of legitimate knowledge, and as capable of constructing and
sustaining their own professional practice over time’ (2002:3; in 2005, p.107). The author
therefore contends:

Greater interest in the individual teacher has meant greater consideration of types of

teacher knowledge, rather than seeing knowledge as a series of topics. A description that

focuses more on the individual teacher and various constructs of teacher knowledge
would include content knowledge, pedagogical knowledge, curriculum and materials
knowledge, knowledge about second language acquisition (SLA) and learners, and

knowledge about context. (2005, p.107)

Here comes Johnson and Golombek’s (2002) argument on language teachers’ development

through narrative inquiry. Johnson and Golombek (2002) advocate narrative inquiry “conducted
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by teachers and for teachers” to understand language teachers’ practices of language teaching in

details (p.6).
2.2.2 Narrative inquire and teacher education program

In the field of English language teacher development narrative inquiry — a form of narrative
research — is conducted to share subjective information among ELT professionals to bridge gap,
and to bring positive changes in the field of English language teaching and learning (H. Khan,
2008). Therefore, narrative inquiry conducted by teachers can reveal teachers’ process of
development as it is “driven by teachers’ inner desire to understand” their experiences; and
therefore narrative inquiry can be a process through which teachers’ unheard stories of learning
and teaching can be brought in the fore front (Johnson & Golombek, 2002, p.6). In the way of
conducting narrative inquiry as teachers revisit their experiences, the practitioners become aware
of their “complexities™ (ibid) which they otherwise might not be able to address. Johnson and
Golombek assert:
[N]arrative inquiry enables teachers to organize, articulate, and communicate what they
know and believe about teaching and who they have become as teachers. Their stories
reveal their ideas, perspectives, understandings, and experiences that guide their work.
Their stories describe the complexities of their practice, trace professional development
over time, and reveal the ways in which they make sense of and reconfigure their work.
Their stories reflect the struggles, tensions, triumphs, and rewards of their lives as
teachers ... narrative inquiry enables teachers not only to make sense of their professional
worlds but also to make significant and worthwhile change within themselves and their

teaching practices. (2002, p.7)
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By “arguing their stories to themselves or others” through narrative inquiry teachers can have in
depth understanding of their growth as language teachers, how do they do their works, how they
think and solve their problems, and how their practices in past and present is governed by their
thoughts and beliefs (Farrell, 2013, p.80). Farrell (2013) through his study on an ESL teacher’s
reflection on her critical incidents claims that being the participant of this study as that teacher
reflected and analyzed a critical incident occurred in her classroom the participant teacher
“gained greater awareness of herself as a teacher and her practices” (p.85). Research shows that
teachers “who are better informed” of their practices knows well of their stages of development
(Richards & Lockhart, 1994; in Farrell, 2013, p.86), and thus can take initiative accordingly to
upgrade themselves to the next level. Farrell mentions that this type of story telling is termed as
“narrative reflective practice” (original emphasis) which helps second language teachers to
reflect on their experiences of language learning and teaching, and thus enriches their
perceptions of themselves as language teachers (2013, p.80).

One of the significant parts of narrative inquiry seems to be that it inquiries into teachers’
mental lives which often remains in the backstage. Narrative inquiry in this regard makes
teachers aware of their actions and beliefs. Thus, narrative inquiry into teachers’ mental lives or
beliefs appears to be a significant segment to be considered in teacher education programs.
Emphasizing on importance of studying teachers’ mental lives in teacher education programs
Freeman (2002) mentions:

The central challenge for teachers is to ...find meanings in... experiences. If teachers’

mental lives are storied narrative webs of past and present experience, if their knowledge

is reflective of their position in the activity of teaching, then it makes sense that reflective

practice must become central pillar in teacher education. (p.11)
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Thus it seems convincing that the primary concern of language teacher education programs
should be to understand teachers’ experiences (Freeman, 2002). The author in his review article
entitled “the hidden side of the work: teacher knowledge and learning to teach” states research in
the field of teacher education made a shift from “process-product approach” to “qualitative and
hermeneutic studies of teaching and learning”; in case of the earlier approach the main aim was
to understand teachers’ activity in terms of students’ learning, however the later approach holds
“teachers’ mental processes™ at the centre to understand teachers’ practices (p.2).

The author rightly suggests that teacher education programs in the first phase should
“teach [practitioners] the skills of reflectivity” (Stanley, 1998; in Freeman, 2002, p.11), and in
the second phase it should equip teachers with “the discourse and vocabulary” which can help
trainee teachers to reflect on their practices (Freeman, 1996; in Freeman, 2002, p.11). Freeman
adds that through “well-crafted mentoring [teacher education] programs™ novice teachers can
come into contact with experienced teachers and thus can be benefited from the knowledge and
experiences of experienced teachers (ibid). Traditional teacher training programs tend to
prescribe so called best practices of teaching rather than empowering teachers with numerous
scopes and possibilities, and therefore these programs end up replacing what teachers have
known through years as learners and practitioners with the program’ new offerings (Freeman,
2002). Through traditional teacher training programs’ “one-size-fits-all” approach (Freeman,
2002, p.11) the trainee teachers can never articulate what they already know and believe, and
thus often might assume their already existing knowledge as faulty. These type of teacher
training programs cannot guarantee a successful teaching career to its practitioners because
teacher’ needs in teaching are not fixed, and it cannot be determined by others or even by the

teachers themselves before stepping into the real world of teaching (ibid).
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Major teacher education programs are still following “knowledge transmission model” of
learning in which only individual teachers are held responsible for not reaching the desired goal
of teaching (Freeman, 2002). Rather than viewing context (i.e., classroom) simply as site for
teachers’ “behaviour to unfold” research in the field of language teacher development demands
viewing context as mediational factors that contribute in shaping teachers’ ways of thinking and
practices (Freeman, 2002, p.11). Apart from centering on classrooms as the only context of
teachers’ development, this new approach considers the role of students, parents, colleagues and

other members as factors shaping teachers’ practices (ibid).
2.3 English language teacher education in Bangladesh

Studies show that in different times many initiatives have been taken by governmental and non-
governmental organizations to train English language teachers at primary, secondary and higher
secondary levels (R. Khan, 2009, p.7; Mazumder, 2012; Sinha & Idris, 2013; Harun & Al-amin,
2013), yet regarding the development of English language teachers at universities no such
training is available (R. Khan, 2009, p.7; Mazumder, 2012). For instance, in 1997 ELTIP
(English Language Teaching Improvement Project) was initiated jointly by the government of
Bangladesh and UK to facilitate primary, secondary and higher secondary level teachers’
understandings of CLT approach (Sinha & Idris, 2013, p.91). Initiatives to develop English
language teachers from primary to higher secondary level has also been taken by different
projects run in support with English in Action (a UK based organization) (Harun & Al-amin,
2013, p.69).

Most of the English language teachers teaching in different level do not have quality
training on second or foreign language teaching (R. Khan, 2005). R. Khan identified that the

reasons behind this might be that very few universities offer MA in ELT program, and even if
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they offer such programs focus is primarily on theoretical knowledge (2005). The author found
that in 2002 the English department of a university offered an MA in ELT program that
incorporated the reflective approach in its content of syllabus, to familiarize Bangladeshi English
language teachers with the “concept of reflection™ (2005, p.2). This program is designed for
English language teachers at different levels, and does not target any specific group of teachers
(school teachers, college teachers or university teachers).

As mentioned earlier, that teachers who join teaching at tertiary level with good academic
results have theoretical knowledge of teaching (Mazumder, 2012), but to implement theories at

work they need to go through some sort of training.

2.3.1 Recent literatures on English language teachers’ development in

Bangladesh

Recent studies on English language teachers’ development in the context of Bangladesh reveals
that there is a call for reflective teaching (R. Khan, 2005) and action research (to be conducted
by teachers) for teachers’ professional development (R. Khan, 2009; Harun & Al-amin 2013).
Rubina Khan (2005) in her small scale research entitled “Using the reflective approach in
teaching practicum” conducted on trainee teachers’ and supervisors’ perceptions about the
component of an MA in ELT program offered by the Department of English of Institute of
Foreign Language of Dhaka University in 2002 (which is quite in line with Rechards et el.’s
(2001) study reviewed earlier) mentioned that that MA in ELT program was different than
traditional teacher training programs mainly focus on theoretical understandings of the trainees.
In that program there were scopes for participants to reflect on their classroom teaching, to
observe, and to maintain portfolio to record their observations and reflections (R. Khan, 2005).

The author through her study found that both the supervisors and the trainees appreciated the
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practical value of the program and inclusion of reflective teaching approach in the practicum. In
addition, the trainees reported change in their teaching approach (i.e., teacher centered
classrooms changed to student centered), their attitude towards students (i.e., they became
tolerant to students’ mistakes), their role as language teachers (i.e., from authoritative to
facilitator and guide) and so on due to their participation in that ELT program. In short, R. Khan
(2005) asserts that a reflective teacher training program can be an effective way for teachers’
continuous process of development.

Quite aligned with this article, another article entitled “Developing professionally”
authored by R. Khan (2009), urged for Bangladeshi English language teachers’ engagement in
Continuous Professional Development (CPD) projects to stay updated about recent developments
in ELT. R. Khan mentioned that through CPD projects novice teachers can come in contact with
experienced teachers which might be of crucial importance in their early teaching career.
Teachers in this way might be able to fight with burnout* and be aware of their week points,
which would help them to take necessary steps accordingly to maximize their ability as language
teachers (R. Khan, 2009, p.6).

Similar to R. Khan (2009), an urge for CPD with specific focus on action research and
reflective teaching is made by Harun and Al-amin (2013). The authors in their article provided
models for reflective teaching and action research, following which teachers can conduct action
research and reflect on their classroom practices. Their small scale survey on forty English
language teachers at different schools and colleges in Dhaka city reveals that majority of the

participants were unaware of action research and reflective teaching model. In addition, the

2 Burnout is “a potential threat” that destroys teachers’ motivation for their professional
development, puts stress on teachers and in consequence teachers become reluctant in changing
or developing their teaching style, materials and so on (R. Khan, 2009, p.6).
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authors found that in English language teaching community in Bangladesh there is no tradition of
keeping teaching journal among the practitioners; they do not share their problems with their
colleagues, and even they do not allow their colleagues to observe their classrooms, as they think
it might cause threat to their career (2013, p.75). Harun and Al-amin’s (2013) study seems to be
focused mainly on refection on language teachers’ classroom practices.

While other scholars (as mentioned above) emphasized on importance of initiating
effective LTEP for English language teachers in Bangladesh, Sinha and Idris (2013) compared
English language teachers’ (at school level) actual performance in classroom to their expected
roles prescribed by the CLT approach in the national curriculum. The authors identify that in
most cases teachers failed to practice teaching in light of CLT approach prescribed by the
national curriculum board. One of the significant findings of Sinha and Idris’s (2013) study is
that along with many other factors, the authors found teachers’ language learning experience
under GTM method responsible for their inability in implementing CLT in classrooms in many
cases. The authors also identified another three convincing issues in their attempt to find out
reasons behind teachers’ inability to perform the role prescribed by CLT approach — heavy
work load, lack of quality reaching, and uncooperative administration. The authors stated that as
teachers as in most cases were required to cover prescribed syllabuses in a short span of time,
they hardly got any time to reflect on their practices, and think of ideas to implement CLT. In
addition, for lack of quality training for teachers many teachers failed to comprehend their role
prescribed by CLT (ibid). Other significant causes were lack of logistic support and cultural
notion. In many cases teachers reported taking classes with large number of students, unmovable
benches, and no technological support. In the context of Bangladesh as maintaining discipline in

the classroom seems to be one of the major criteria of “an ideal teacher” (Karim, 2004; Rahman,
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1999; in Sinha & Idris, 2013), implementing CLT (where the classrooms are expected to be
students centered with lots of discussion, group works, pair works and so on) in most cases was
identified to be in contrary with this cultural notion (Sinha & Idris, 2013). In those cases, the
school cultural did not permit implementing CLT properly in the classrooms (ibid). In addition,
the theoretical knowledge of CLT provided through training failed to equip them properly to
perform it in practice. In short, from Sinha and Idris’s (2013) study it appears that through
training though in some cases though it was possible to bring changes in teachers’ beliefs, due to
many other institutional factors their participant teachers failed to act on their newly constructed
beliefs, and most importantly the training these teachers received regarding implementing CLT
in classrooms did not address their early language learning and teaching experiences, and in

consequence in most cases that training ended in failure.
2.4 Locating the current study

A close look at the recent literatures on English language teachers’ development in the context of
Bangladesh (as argued in the previous section) reveals that much study has been done on
reflective teaching. The authors called for teaching practicum that will create scope for language
teachers to reflect on their practices. In addition authors also argued for teaching practicum that
would address language teachers’ real complication in applying target approaches (i.e., CLT).

However, it appears that none of these studies focused on language teachers’ mental lives (see
Freeman, 2002). In addition, language teachers’ prior language learning experiences, and how
they learn teaching are out of the focus of researchers working in the field of language teachers’
development in the context of Bangladesh. Scholars highlighted the importance of adapting
reflective teaching approach in the way of language teachers’ development, but did not focus on

an important sector which can be quite effective in developing language teachers’ understanding
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of their beliefs; experiences and ways of development-narrative inquiry. Furthermore, novice
English language teachers’ initial struggle to fit into the academia has not been mentioned by
these scholars.

Keeping these points in mind, the current study aims at exploring how language teachers
learn to teach with the course of time. In this way of exploration English language teachers’
language learning experiences, their initial struggle as novices in this field, and their process of

development with time will be the major objectives of this study.
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Chapter 3

Methodology

3.1 Central research questions

This research paper attempted to find answers to the following research questions:
Research question 1: How does tertiary level EFL teacher cognition develop (and change) over
time in the context of Bangladesh?
Research question 2: What are the factors that shape EFL teacher cognition and their classroom
teaching practices?
Research question 3: How do EFL teachers deal with any complications that arise as they begin
to make sense of themselves as teachers?
Research question 4: How do experienced EFL teachers differ from novice EFL teachers in
relation to their cognitions and practice?
3.2 Research design
This study is a qualitative investigation into how experienced and novice EFL teachers view their
development from a language learner to language teacher, and what are the influencing factors in
developing their cognitions related to language learning and language teaching. A narrative research
paradigm has been used for this study as it is considered to be one of the best approaches in
qualitative study to understand change and capture “detailed stories of life experiences” of
individuals (Ary et al., 2010, p.470).

This study delimits itself to four English language teachers working at different
universities in Dhaka. Participants of this study teach Basic English language courses at
universities, in some cases some advanced linguistic courses. The teachers who teach English

literature are excluded from this study.
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3.3 Theoretical framework

The conceptual framework of this study is primarily drawn from Vygotskyian Sociocultural
theory (Vygotsky, 1978; Leont’ev, 1981; Wertsch, 1985; in Golombek & Johnson, 2004) as
many scholars working in the field of language teacher education (Johnson, 2009; Johnson,
2006; Golombek & Johnson, 2004, p.309) find this theory effective in researching teachers’
development. The sociocultural perspective on human learning has shifted the traditional view of
looking at language teacher education as limited to language teaching methodologies or
approaches, and developed new theoretical framework that views teachers as “learners of
teaching” and their professional development as “inquiry-based approaches” (Johnson, 2009)
which is a major focus of the current study.

Johnson (2006) elaborates on epistemological underpinnings of sociocultural turn
through which teachers’ learning process can be explored. Johnson in reference to other theorists
contends, “the epistemological stance of the sociocultural turn defines human learning as a
dynamic social activity that is situated in physical and social contexts, and distributed across
persons, tools and activities (Rogoff, 2003; Salomon, 1993; Vygotsky, 1978; Wertsch 1991)”
(2006, p.237).

Therefore in sociocultural view of learning great emphasis has been placed on “social
activities that the individual engages in” in different stages of life and how these activities
become part of the mental horizons of individuals and “reappear as mental activities in the
individual” with the course of time ((Leont’ev, 1981; Vygotsky, 1978,1986; Wertsch,
1985,1991) for L2, see Lantolf, 2000; Lantolf & Appel, 1994; in Johnson, 2006, p.237-238)

In light of sociocultural theory, the new emerging bodies of research in the field of L2

teacher cognition refer to the learning process of L2 teachers “as socially negotiated and
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contingent on knowledge of self, students, subject matter, curricula, and setting” (Johnson, 2006,
p.239). It empowers language teachers “as users and creators of legitimate forms of knowledge”
who decide what synchronize with their students’ sociocultural and historical background (ibid).
Quite significantly, these researches in its way to explore sociocultural aspects of language
teachers’ learning and development shed light on “an epistemological gap” between language
teachers’ actual learning (to teach) and teaching processes and how they are trained to carry out
their work in teacher education programs (ibid).

Following the underpinnings of this theoretical framework in support of sociocultural
perspective of teacher learning the current study takes into consideration the role of different
social contexts into shaping teachers’ cognition.

3.4 Settings and sampling

The data for this study was collected from two novice and two experienced EFL teachers
working in the English departments of different private universities in Bangladesh. The selection
of participants involved two stages. In the first stage two groups of novice and experienced EFL
teachers were chosen who were teaching English language at universities. In the last stage
participants’ feasibility was prioritized; they were chosen based on their willingness to
participate in the study and their personal relationships with me so that I could approach them
whenever needed. The participants were interviewed in formal setting (in their workplaces) as it
was inconvenient for the participants to manage time outside the universities. Therefore, the
settings might influence their narration as they were asked question regarding their working
environment and other issues related to the policies of the departments. It seems obvious that
they might hide complicated issues regarding the policies of their institutions. However,

sometimes they have been asked to clarify some issues through email and Facebook.



45

Participants of this study are four English language teachers working in different private
universities in Bangladesh. Two of them are experienced teachers with more than 10 years
teaching experiences, and two are novice who have more than one year of teaching experience.
Brief introduction of the participants are given below:

Table of background details of participants

Participants Teaching experience Educational qualification
Experienced Teacher 1 More than 20 years MA in English literature; MA in
(hereafter EXT1) applied linguistics (abroad);

Diploma in TESOL (abroad)

Experienced Teacher 2 Almost 15 years MA in applied linguistics
(hereafter EXT2) (abroad); MPhil (abroad)
Novice Teachers 1 3 years MA in English (Bangladesh)
(hereafter NT1)

Novice Teachers 2 1 and half years MA in ELT (Bangladesh)
(hereafter NT2)

3.5 Instrumentation

Unstructured interviews, story telling, participant (Connelly & Clandinin, 1990, p.5-6) and non-
participant observations, stimulated recall interviews (S. Borg, 2009, p.167-168;Gatbonton,
1999) were used as instruments to collect data for this study. As language teachers’ cognitions
are unobservable different instruments have been used simultaneously to make their cognitions
“explicit” (S. Borg, 2009, p.167). Background interview was used to encourage teachers to share

their life experiences both as a student and a teacher. On the other hand, observation inside and
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outside classrooms was used as an instrument to generate questions related to their change in
teaching practice. Unstructured interviews, story telling and participant observations were used
to generate data for this study as this study used the paradigm of narrative inquiry, which is a
form of narrative research, and these instruments of data collection are considered to be salient
features of narrative inquiry. A digital voice recorder and a mobile phone recorder were used

simultaneously to record the interviews with the permission of the interviewees.
3.6 Data collection and data analysis procedures

As a first step of collecting data, the challenge was to convince the teachers to participate in this
study. I explained to the teachers how the findings of this study could be beneficial to their
teaching career. Information of the research was partially shared with the participants to motivate
them to participate in the study assuring their anonymity. When the teachers agreed,
appointments were made with them. The interviews were taken mostly before and after classes,
and sometimes later at their appointed time. Through classroom observation, questions related to
language teaching practice were developed. The interviews were more like narrations, not
structured, but sometimes semi-structured.

The first step of data analysis began with the transcription of participants’ interview from
recordings. A Retrospective life history approach (Hitchcock & Hughes, 1989; in Cohen et al.,
2000) was adapted to delve into participants’ lived experiences as language learners, participants
in teacher education program and language teachers. With the transcribed interviews the stories
of the participants were retold using the words and expressions used by the participants as much
as possible. Data of this research are thematically-edited (ibid) and was analyzed following

thematic approach of data analysis (Dornyei, 2007).
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To convince teachers to participate in narrative research was a challenging task as narrative

researches are known to be time consuming. Each interview lasted for a minimum of one hour to

maximum three hours, for which it was difficult to get participants’ schedule for interview. The

researcher could not convince more female participants to take part in this study, and female

teachers were rigid in participating in narrative research study. Another obstacle was to convince

novice teachers as they were quite worried if this study would in any way hamper their

reputation or become a threat to their job, though they were assured that their identity would not

be revealed by the study or the researcher. The whole data collection and analysis were

completed only by the researcher without any assistance, and the whole process was very time

consuming. It took three to four hours to transcribe a one hour interview.



48

Chapter 4

Research Findings
Part 1: Discussions on Overall Responses of the Participants

4.1 On deciding to teach

Four dominating factors were found through the participants’ narrative depending on which they

decided to teach. These factors are briefly described in following sections.
4.1.1 Parental influence

Two of the participants (EXT2 and NT1) mentioned parental influence as a reason for choosing
teaching as their profession. Both EXT2 and NT1’s parents were teachers, and thus they
developed an understanding of this profession since childhood. In childhood, EXT2 helped his
parents in counting marks, and for NT1 it was his father who inspired him to be a teacher like
him. It seems that at an early age because of being close to this profession these had a passion for
this profession. However, NT2 did not mention parental influence as a reason behind her

decision to join this profession (see Appendix 1 for details of participants’ stories).
4.1.2 Teachers’ influence

Relationship with teachers in student life comes across as a very significant theme in EXT1’s
and NT2’s inquiry. EXT1’s inquiry reveals that his decision to join this profession was to a great
extent inspired by his teachers. Being influenced by his teachers’ personalities, and art of
teaching EXT1 chose to teach. EXT1’s narrative highlights his warm relationship with his
teachers, how his teachers” complement and inspiration motivated him to work hard throughout

his life.
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[E]ven after so many years now whenever I am in any doubt or confusion I still recall
what my teacher said to me. He always used to tell me, “You can do this. You can do this
for sure. I am telling this only to you, and not to your other friends, because I know that
only you can do this.” Those words of my teacher still ring in my ears... (EXT1, 31
October 2013)
Similarly, NT2 joined teaching as her teachers advised her to do so. This theme is also very
prominent in NT1’s inquiry. NT1’s narrative highlights that he was very touched by his teachers’
teaching style and knowledge, which occupied a significant place in his teaching. It appears that,
NTT1 always had an image of his favorite teacher in mind when he joined teaching, and which is

why he often wanted to follow what his teachers followed.
4.1.3 Images of a good teacher

From the responses of the participants it appears that for all the participants the images of a good
teacher revolves around teachers’ knowledge and their interpersonal relationships with students.
For instance, according to EXT?2 the good teacher should have “good rapport™ with students, and
in contrast when a teacher becomes rigid to his students, he or she just creates an invisible wall
between teacher-student relationships. According to EXT1 good teachers have their “door
always open” for their students. Describing an incident from his childhood where his friend
caught fever being severely beaten by one of his teachers, he went on to explain that a teacher
should not demonstrate such activities that create fear in students’ mind. In his words:

[T]f a teacher’s attitude creates fear in students’ minds that means that the door of that

teacher is always closed for those students. A teacher should learn to control his

emotions...his anger and frustration... teachers should genuinely feel for their

students...and most importantly, your behavior with your students should be constant.
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Remember, your students do not expect any inconsistent attitude from you. Your

behavior with them should be constant...this is also true in case of your other relations...

(EXTTI, 31 October 2013)
For NT1 good teachers should be knowledgeable, and NT2 opines that good teachers should be
able to “make the class interesting” to students. NT2’s narrative stresses that the style of a good
teachers’ teaching should neither be exam oriented, nor teacher centered, rather ideal teachers
should listened to their students’ opinion. By doing this she thinks that teachers can learn many
things from their students. However, three participants though expressed their views of good
teachers, but failed to identify specific qualities attributed to good language teachers. Only EXT2
mentioned that good language teachers need to be open to students as in most cases language

learners need lots of motivation to learn the language properly.
4.1.4 Sense of respect

NTT1’s narrative suggests that one of the dominant influences behind his decision to teach is the
sense of respect associated with this profession. For NT1 the way his students paid respect to
him was an important factor. In this regard NT1 explained:
[W]hen I walk through the road and students see me, they respect. They pay the respect
and this gives me a sort of like...like...good feelings...students who are even not from
my department they also pay the same respect...this is really a very good feeling which is
why I am still in this profession... (NT1, 07 November 2013)
Quite similar to NT1, NT2 also believed that teachers should be respected and obeyed by their
students; and eventually at some point of teaching when she found her students disobeying her it
was shocking for her. Interestingly, both experienced teachers did not directly mention any

statement like this. It seemed that they joined the profession mainly out of their own interest,
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they were not much bothered about whether they were duly “respected” or “obeyed” by their

students.
4.2 Novice language teachers’ learning to teach

The study finds that the participant teachers faced different complications in their initial years of

teaching. These complications occurred as a result of influence of different factors.
4.2.1 Complications in First year English language teaching

As teachers were asked question regarding their initial English language teaching complications
they identified poor pronunciation and limited vocabulary as their problems. EXT2’s
complication was regarding lots of interferences of Bangla sounds in his English pronunciation
which made it difficult for his non-Bengali students to understand him. He resolved this problem
with the help of his students. He asked his students to point out whenever they could not
understand his pronunciation, and thus he became quite successful in improving his English
pronunciation. In case of EXT1, initially in his English pronunciation there was inference of his
regional dialect. He worked on his pronunciation following IPA symbols. For NT2, her first year
teaching complication was regarding her poor stock of vocabulary. She noted that initially her
students used to ask her to translate English words to Bangla whenever they encountered any
unknown word in their reading text in her classroom. NT2 most of the time did not know the
Bangla translation of those words students asked her. She then decided to carry a dictionary
herself in the classroom to deal with this situation. She also asked her students to carry their
dictionaries in classrooms so that they could find out the meaning of unknown words themselves

(see Appendix 1 for details of the narratives).
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4.2.3 Building rapport with students

From the participants’ narrative it was clear that rapport building with students is an invariable
theme. After joining teaching, EXT1 tried to maintain a consistent behavior with his students. He
noted that through positive and negative experiences with his teachers at childhood he learnt to
control his emotional outburst in front of his students. Though EXT1 understood the importance
of building rapport with students, in his early career he could not understand how to do that.
EXT1 observed another teacher’s classroom (who was popular among his students) and noticed
that that teacher used information related to his students’ family background and lifestyle as
examples of different topics in classroom, and that teachers was calling students by name. EXT1
noted that he adapted the same technique to build rapport with his students and he was amazed
with the outcome. In addition, EXT1 mentioned that he maintains good relationships accordingly
with his ex-students, and by doing this he shoulders his responsibility as a teacher. He mentioned
that he wanted to be remembered by his students with the same passion he remembered his
teachers. In a similar vein, EXT2 mentioned that he tried to maintain a friendly relationship and
make good rapport with his students. His narrative reveals that he is fairly open to his students.
In line with this, NT1 and NT2 also mentioned that they try to maintain good relationships with
their students. Though they identified this point as important in case of teaching, they did not
show much enthusiasm in talking specifically to what extent they are friendly with their students
providing specific examples.

4.2.4 From teacher centeredness to student centeredness

Change in teaching approach was a common theme for most participants of this study. EXT1’s

narrative shows that when he was a novice teacher of English at a college in a rural area of

Bangladesh in 1990s he followed GTM and AL method in a teacher centered classroom, because
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that were the methods he saw his teachers and colleagues following. However, after years of
teaching he realized that teaching grammatical rules or vocabulary deductively does not last long
in students’ memory. He then attempted to make his classroom student centered and interactive.
He asserted that the change occurred on his teaching approach not just because he was taught to
make language classrooms interactive in his TESOL program, but mainly because of his
attending of workshops and seminars he came to know about the theoretical underpinnings
behind the concept of an interactive language classroom, and when he applied that in his
classroom he found his students accepting this technique easily. Though his teaching experiences
he found that interaction facilitates students’ language learning process.

Another highlighting point in EXT1’s narrative is his idea to involve students in group
work in language classroom. EXT1 pointed out that in his classroom he never let a student seat
alone; he divides students in groups before starting classes. He noted that students are not free to
choose their group partners, he does that himself. By doing this he thinks he creates a
collaborative atmosphere of learning in classroom. In this way students are also forced to work
with people they do not like. He pointed out, often some of his students though do not like to
form group with people they avoid in their personal life; EXT1 explained that in this way
students learn to work with people who they do not consider their friend. From his personal
experience EXT1 thinks that due to professional reason people often have to work with people
they do not like personally. In EXT1’s words:

In my classroom I never let any of students seat alone. I engage them through group

works...sometimes | feel that some students are not liking it, but I think we live in a

world *@WWWWWWWWWM@ (*where we
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need to work with many different people for various reasons) ... I think learning should

not take place in isolation; it is a social process... (21 November 2013)

He stated that he himself went through this problem as a novice teacher, and gradually learnt to
compromise with such feeling due to professional reason. EXT1 thus wants his students to learn
professionalism before they face the real professional world.

Likewise, EXT2 and NT1 also mentioned changes in their teaching approaches. EXT2
mentioned that earlier he avoided students’ group work. He taught grammatical rules to some
extent explicitly. Over time and his reading of language acquisition theories made him realize
that interactive classroom, students’ pair work and group work can enhance students’ language
learning. EXT?2 in this regard stated:

[F]lrom my experience I can tell you that knowledge [in the classroom] is constructed by

both teachers and learners...earlier when my classroom was more instruction based that

was not the case. I realized from their expressions that I could not...actually reach
them...so my classrooms are now kind of seminar...interaction has become more

important... (23 October 2013)

On the other hand NT1’s teaching approach was semi-interactive though, due to the interference
of authority and his students’ negative response he had to shift to lecture based teaching. NT2
did not mention any significant change when she was prompted to mention if any change
occurred in her teaching approach. She mentioned that earlier she used to give tasks to students,
yet was quite reluctant to check students’ performance; after one and half years of her teaching
she realized that students became demotivated to perform as she did not check students’

performance.
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4.2.5 Role of a teacher

From the participants’ narrative it is visible that they are concerned about their role as teachers.
NTT1’s belief regarding the role of a teacher becomes explicit when he mentioned that if students
were not benefited from what he tried to implement, there was no use of doing that. NT1
compromised with his beliefs on usage of technology in language classroom, mainly when he
realized that students were having difficulties in coping with his ideas or techniques. From his
decision to chose students’ preferred ways of learning NT1 clearly stated that his main job was to
facilitate students’ learning:
[W]hen I started teaching them (students) I noticed that they were unable to understand
even simple English words. Initially I used to ignore it. When we were students we also
used to have such problems. This inability to understand something actually inspires
students to study. Bu the situation is totally different here. Instead of being inspired to
study seriously, they score low in exams. So what can I do in such situation? I now
explain them everything in Bangla. The interesting thing is that, university authority still
wants me to teach only in English, but I thought what I was teaching to my students if
that was no use of them what is the point of teaching then?... (NT1, 07 November 2013)
Quite similar to NT1, NT2 also remarked that even though previously her main target was to
finish the syllabus, after a year of teaching she realized that her main job was to improve
students’ proficiency in language. Therefore, along with the prescribed syllabus she started
planning her lessons on listening activities using audio, video and movie clips in her classrooms.
NT2 knew that she was going beyond the syllabus provided by the authority; however she
explained that the most important thing for her was that at the end of the day she felt satisfied

with her teaching. Regarding the role of a teacher, EXT2 pointed out that as he gained
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experience in teaching he understood that teacher should be sympathetic to students’ limitations
and problems. And thus, he chose not to pressurize students for better performance, instead he
often talked to students to understand what particular problem they faced in classrooms or during

€xams.

4.2.6 Teacher talk

Both EXTI1 and EXT2 agreed that with time their amount of talking in the classroom have
become less. Earlier, they did not focus much on students’ interaction. Gradually, they learnt to
create space for students’ performance in the classroom. In contrast, for NT1 it was otherwise.
NT1’s amount of talking was less when he was implementing interaction in his classroom,
however when his classroom was changed to lecture based he had to take the whole

responsibility of his students’ learning and thus his amount of talking increased.
4.2.7 Error correction

Error correction was a common theme in EXT2 and NT2’s inquiry. EXT?2 stated that earlier he
corrected as many mistakes as possible in students’ scripts. With his experience of teaching later
he realized:
[M]arking all the mistakes and correcting them does not work. It will not work because
students’ attention becomes overloaded. They can’t at a time pay attention to so many
things... I believe that selective marking works better than marking errors all over the
script... (EXT2, 23 October 2013)
The outcome of the decision regarding error correction was then a satisfactory for him. Besides,
from NT2’s narrative it seems that she was quite frustrated regarding checking students’ scripts.

She mentioned that though she corrected every mistake in students’ script, students were
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reluctant to correct those mistakes; they often even did not want to check or get their scripts back
from her. In her words:
I correct their mistakes repeatedly... but at the end of the day it seems that what I teach
them I don’t find any reflection of my teaching in my students’ script, not even 1%... very
frustrating (NT2, 07 November 2013)
After one and a half years of teaching, NT2’s complication on error correction remained
unresolved. However, EXT1 and NT1 did not mention any complication regarding checking
students’ scripts, it might mean that they were not much bothered about error correction and

considered it as part of learning.
4.2.8 Expectation from students

Teacher’s expectation from students was found to be a highlighted theme is EXT2, NT1 and
NT2’s narratives. EXT2 in his narrative stated that, with time his expectations from students
turned to be “more realistic”. Though earlier he expected his students to learn everything he
taught in classroom, as he gained experience as a language teacher he realized that students have
their limitations as language learners. In a short span of time students could not learn whatever
their teachers taught, even if they wanted to. NT1 and NT2 in their narratives said that their
students failed to live up to their simple expectations like taking notes in classroom and be
attentive to study. NT1’s frustration in this matter reflected in his narration:

[T]hey never take notes in class. I don’t know what might be the reason... When I was a

student I used to take note of everything teacher said in the class. My students don’t do

this, even if I ask them to do so, I felt very about this... what I do now is that, [ don’t ask

them to do anything... I have stopped expecting that they would to come in the class



58

preparing their study or at least would response to my questions in the class. (NT1, 07
November 2013)
These novice teachers though had to cope with that situation, yet could not find any satisfactory

solution to their frustrations.
4.2.9 Reality shock and critical moments

NT1 and NT2 talked about their critical moments on the subject of their workplaces’
environment and students’ attitude. As NT1’s narrative exposes that his students’ attitude and
teaching environment were quite opposite to his experiences as a student and as a pre-service
teacher in an ELT program. As a student and pre-service teacher, NT1 learnt about the usage of
technology in language classroom, and most importantly a significant part of his knowledge of
ELT is surrounded by classroom interaction, group work, pair work, and multimedia
presentation. He noted that as a novice when he attempted to make use of technology and
interaction in classroom, the university authority and his colleagues found it in contradiction to
their teaching policy:
[W]hen I joined here I faced problem regarding the seating arrangement of students...
when [ asked students to form groups, it seemed that they heard of the term for the first
time... [ don’t know how to react on this ... if [ divide them in groups or pairs they don’t
understand how to work in groups or pairs... instead of discussing about the topic, they
remain quiet... even if [ ask them to discus something in Bangla, they can’t do that either.
Whatever I planed to do to make my class interactive are in vein... yet, I didn’t loose
hopes so easily, I tried at least to form pairs in class... but I noticed that the authority is
not happy with my teaching techniques, even my colleagues were not ready to accept it...

their attitude was like, “what the point of doing this things?”... (NT1, 7 November 2013)
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His initial experiences with the university authority and his colleagues also seem bitter;
guidelines issued by the authority did not match with his beliefs. NT1’s story highlights that
though for the time being compromised with his beliefs, but could never accept it; and thus
decided to quit teaching in that institution.

NT2’s narrative seems to be surrounded by her frustration regarding joining teaching at
tertiary level. One of the significant parts of NT2’s narrative is her journey in the way to be
accepted by her students as their teacher. After joining teaching at a university she started
realizing that her students were to some extent reluctant to follow her instruction. Bunking
classes and making noises in classroom were regular phenomenon for her students. She also
noted that often she had communication gap with her students, which resulted into many
unexpected situations (i.e., her students complained against her in the department office). She
identified herself with not being “moody” like “traditional teachers” for why her students were
not taking her seriously. She then tried to be reserved with students like her other colleagues. She
even changed her attire from shelwar-kamiz to sari. However, this change created another
complication— she felt that she was trying to be someone else; she could not establish herself
the way she wanted to. Besides, due to the influence of some other factors (i.e., insincere and
disobedient students) she felt that she was not eligible for teaching university students, if could
have been better if she joined any English medium school.

4.2.10 Anger/emotional management

In his inquiry EXT1 drew attention to teachers’ intrapersonal management. EXT1 stated that
earlier when he was a novice teacher he could not understand how to manage his emotional
outburst. Sometimes he disliked some students and colleagues for their attitudinal problem; in

that case he could not hide those feelings in front of that person. Later he observed that his
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emotional outburst or anger might have very long lasting negative effect, especially on his
students. He thus learnt to control his emotions even if he was severely angry with someone of
his students. NT2, similarly, though at early years of sometimes failed to control her anger and
burst out at students, later she realized that when she got angry both herself and her students
remained upset for hours. She realized that through her anger she was actually creating mental
distance between herself and her students. Therefore, with time she learnt to control her anger,

and even if sometimes she got angry she apologized to her students for that.
4.2.11 Medium of instruction

Medium of instruction is another dominant theme for most participants. All participants’ L1 is
Bangla, and they studied in Bangla Medium schools and colleges where Bangla was used as the
medium of instruction. EXT1 and NT2 found Bangla as a medium of instruction at their
universities along with English. On the other hand, NT1 and EXT?2 studied at universities where
English was the only medium of instruction. Regarding the medium of instruction, EXT1 and
NT2 mentioned that they often translated words and sentences in Bangla depending on their
students’ demands. NT1 though did not like to explain issues in Bangla, his students’ poor
knowledge of English forced him to do that; it seems that he was quite unhappy in doing that.
However, EXT2 noted that he could not remember if he ever used Bangla in the classroom to
explain anything to students. He followed only English as the medium of instruction throughout
his teaching career. As his narrative shows, even if his students wanted to share something in
Bangla, he forced them to speak only English in classrooms. EXT2 explained that that was how
he created opportunities for his students to practice English who live in an EFL country like

Bangladesh. EXT2’s language learning experience also reveals that he learnt English to some



61

extent in a natural environment through interaction with his foreign friends, and in consequences

that was reflected in his teaching practices.
4.2.12 Beliefs regarding teacher education programs

A notable theme of EXT1’s narrative refers to his belief regarding teacher education program.
When he was talking about his TESOL degree he mentioned that that program “enlightened” him
about many techniques and methods of English language teaching, yet he does not think that that
program brought any dramatic change in his teaching style. He thinks that most teacher
education programs are not designed so that teachers can replicate, rather teacher education
program are designed to make practitioners aware of different techniques of teaching. For
instance, he mentioned that in TESOL he learnt to use authentic materials in language classroom,
yet when he returned to teaching in Bangladesh he did not try immediately to use authentic
materials. He thought that as his students’ English skill was not that advance it would not be wise
using authentic materials. However, after sometime when he started teaching at a university he
started using authentic materials in his classroom because his students were then advanced
learners of English language. EXT1 explained:
[Due to that TESOL degree] there is no doubt that lots of changes occurred inside, but in
reality I could not always make it happen, neither I always wanted to do it, everything is
not not necessary either... everything I learnt studying abroad does not match my
students’ learning style here... (EXT1, 21 November 2013)
He thus does not think that teacher education program had any significant influence in his
classroom teaching. In contrast to that, from NT1’s narratives it appears that he possess strong
beliefs regarding what he learnt from participating in a MA in ELT program. When he became a

teacher he strongly wanted to apply his knowledge of ELT in practice. His beliefs on teacher
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education program totally differ from EXT1’s beliefs in this regard. Thus, this finding indicates
that teacher education programs that fail to make participants familiar with practical or real
teaching scenario and complication that might arise in real teaching ultimately creates serious

complications in teacher cognitions.
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Part 2: Findings based on existing literature and research questions

The previous chapter presented the discussions based on overall findings of this study. This
chapter discusses the findings based on research questions of this study, and existing literatures

in the field of English language teacher cognition.

Research question 1: How does tertiary level EFL teacher cognition develop

(and change) over time in the context of Bangladesh?

This study indicates that the participants’ early language teaching cognitions started forming
mainly through “apprenticeship of observation” (Lortie 1975, in Ellis 2006), prior language
learning experiences (Freeman & Johnson, 1998; S. Borg, 1998, 2003; Ellis, 2006; Numrich,
1996) in both formal and informal settings, teacher education programs (S. Borg, 1999; M. Borg,
2005) and formal classroom observation (only in case of EXT1).

In the participants’ narratives the theme “apprenticeship of observation” (Lortie 1975, in
Ellis 2006) and prior language learning experiences are two highlighting themes. For instance, in
case of NT1 these experiences became so influencing that for him it became almost impossible
to ignore. From his narrative it appears that for him his teacher Mr. Hume was an ideal teacher
whose technique of making ELT classrooms interactive through pair or group work was quite
impressing to NT1, and when in practice NT1 failed to follow that he became frustrated. And, in
case of EXT2 his prior language learning experiences under English-only medium of instruction
at university level was so strong that it seems that he forcefully wanted to maintain the same
when he became a teacher, without paying much attention to students’ preferences. More to the
point, in case of EXT1 “apprenticeship of observation” (Lortie 1975, in Ellis 2006) and prior
language learning experiences reflect upon his preference for fictional text than non-fictional as

language teaching materials.
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However, a striking part of the participants’ narrative asserts that not in every case
Lortie’s “apprenticeship of observation” proved to be an influential factor. For instance, all
participants shared experiences of learning English under GTM in school (for EXTT1 it was upto
his first graduation), yet they never felt like replicating that method when started teaching at
tertiary level (except EXTI; he replicated GTM initially). Frustration regarding GTM method is
reflected both in EXT1 and EXT2’s narratives:

[T]here is nothing special to talk about my schooling I guess...it was all GTM with lots

of memorization... and when I became teacher initially I followed that method (GTM)

quite comfortably. I did not have any option other than doing that, all I knew was GTM,
the method under which I was taught for almost 17/18 years... (EXT1)

[I]t was all memorization (laugh)... I memorized everything: letters, applications,

paragraphs, essays, summaries and many more things even up to my graduation to some

extent (laugh)... for a long time I could not believe that I could write something on my

own... it was a very difficult time indeed... (EXT2)
The reason might be that before they joined teaching, CLT replaced GTM in the national
curriculum prescribed for secondary and higher secondary certificate exams. However, one
might think that how the curriculum of secondary and higher secondary certificate exams may
affect the curriculum of university. In that case, it seems that in the era of CLT (during 1996) the
language teachers teaching English in Bangladesh became aware of implementing
communicative language teaching, and thus the idea of interactive classroom came into forefront.
Therefore, though the participants had experience of learning English under GTM in school,
their latest experience of learning English in interactive classroom dominated. This argument is

aligned with Bailey et al.’s (1996) argument, “the ‘apprenticeship of observation’ or any other
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experience, will only determine our professional behaviour to the extent that we permit” (in Ellis
2006). Teachers’ L2 learning experience has also been highlighted in Numrich’s (1996) dairy
studies of language teachers. Numrich’s study asserts that from prior language learning
experiences the participants replicated only the techniques they found helpful.

Development in two participants’ (EXT1 and NT1) cognitions occurred to a large extent
due to their participation in teacher education programs. In case of EXT1 changes occurred more
in his perceptions than in real classroom practices. He maintained that the new knowledge he
gathered participating in that program brought changes more in his thought process than in real
classroom practice because he believed that everything he learnt from studying westernized
teaching techniques might not match with the learning practice of his Bangladeshi students.
EXT1 explained:

([Due to that TESOL degree] there is no doubt that lots of changes occurred inside, but in

reality I could not always make it happen, neither I always wanted to do it, everything is

not not necessary either... even everything I learnt studying abroad does not match my

students’ learning style here... as a language teacher you do not have to stick to the

system or techniques you have learnt from different sources. (EXT1)
In contrast to EXT1, NT1’s participation in teacher education program changed him both inside
and outside. Due to his strong beliefs regarding the theoretical knowledge of his teacher
education program he desperately wanted to follow what he exactly learnt from that program.
NT1’s narrative in this matter in one way or another resembles Farrell’s (2006) findings.
However, the attitude shown by EXT1 in regard of language teaching programs or his reluctance
in applying the knowledge he gained from teacher education program seems to echo researchers’

argument not to imply “one-size-fits-all” approach (Freeman, 2002, p.11) in teacher education
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programs that fails to address individual’s context of learning and teaching. However, his
attitude of learning everyday from different peoples and using that knowledge to enrich his
language classrooms seems to be a new finding. In short, language teacher education programs
brought changes different ways in EXT1 and NT1’s cognitions (S. Borg, 1999; 2003; M. Borg,
2005), however in case of NT1 it seems that the effect of teacher education program was not that
much appreciative as it was in case of EXT1.

Data drawn from this research indicate that over time many changes occurred in
participants’ language teaching cognitions; changes are visible in their current teaching
approaches. The findings of this study, in this case, are quite aligned with the findings of
Richards et al.’s (2001) study on teacher change. However, there are three fundamental
differences between Richards et al.’s (2001) study and the current study.

The first difference between Richards et al.’s (2001) study and current study is the
procedure of data collection. Data of the previous study was collected through survey questions
and because of that, as Richards et al. (2001) mentions, it might happen that the responses of the
participants were influenced by the survey questions. It seems that in case of survey question
based researches the participant cannot talk about some issues that are not mentioned in sample
survey questions. Keeping that in mind, the current study applies narrative inquire as its method
of data collection so that participants’ actual stories could be explored.

While focusing on teachers’ changes in cognitions, this study also found that some beliefs
of teachers are so deeply rooted that that could not be changed in any circumstances, which was
not identified in Richards et al.’s (2001) study. For instance, EXT2 through out his life (as a
student and later as an English teacher) strongly believed that in the English language classrooms

in an EFL country where students get almost no scope to interact in English in natural settings,
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only English should be the medium of instruction. He quite clearly admitted that he would force
his students to speak English in his classrooms to ensure their good speaking skills. No change
occurred in this belief. In case of NT1, though apparently he learnt to take classes without any
technological support, yet his belief regarding the benefits of using technology in language
classroom remained unchanged. And therefore, NT1 decided to quit teaching in an institution
where everybody was against his beliefs. NT1’s belief regarding classroom activity also remains
unchanged.

The study also highlights the development of cognitions of novice EFL teachers as they
join and continue teaching. The participants’ journey of becoming language teachers, as their
narratives suggest, is in support with Kanno & Stuart’s (2011) study that claims that teachers’
cognitions or development in teaching practices is not only influenced by their prior language
learning experience or teacher education program, but at the same time it is informed by
teachers’ continuous process of identifying themselves as teachers. All participants in this study
seemed to struggle to accommodate themselves in the academia where teachers are though to be
knowledgeable, friendly, sympathetic and sometimes serious. Each participant one way or
another tried to be like someone who would be well accepted by the community of teacher-
student, which has been termed as identities-in-practice (Lave, 1996; p.157; Wenger, 1998,
p.215; in Kanno & Stuart, 2011); moreover when the participants came to identify themselves as
teachers, their practices were also shaped accordingly. For instance, while talking about his
teachers, NT1 expressed that for him a teacher is someone who is knowledgeable and sincere to
his or her work. And thus to become a teacher he tried to provide extra information related to the
topic of discussion to his students, which was also previously done by one of his teachers when

NT1 was a student. Another significant part of NT1’s narrative is that at initial stages of his job
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though he desperately wanted his students to follow his preferred ways of teaching (he brought
his laptop for students’ use) he did not force his beliefs on his students when he found the
conflict between his beliefs and students’ preferences; rather he tried to match up with them. It is
worth mentioning here that NT1’s main inspiration to join teaching was his sense of respect
related to this position, and at this point it seems that NT1 did not impose anything on his
students(but compromised with his beliefs) as it might create problem between teacher-student
relationship.

EXT1 similarly mentioned that in his first year of teaching he taught students synonyms
of words deductively not just only for the sake of teaching, yet he tried to impress his students
with his own enriched stock of vocabulary. Both NT1’s and EXT1’s image of an ideal teacher
seem similar. Further, EXT1 through her teaching experiences learnt that as a teacher his
behavior with his students should be constant. Even if he sometimes became angry with his
students’ attitude, he over the years learnt not to express his emotions in front of his students; for
him that was how a teacher ought to be like. As a novice teacher though EXT1 was quite rigid
with his students, with time EXT1 became friendly with students. He admitted that initially the
tension of controlling the classroom made him rigid, but after some years he learnt that even
after being friendly and easy going he could manage his students. And being able to do that
EXTT1 felt that he was following the footsteps of his teachers, he was becoming like the teachers
he admired most as a student. And, in case of EXT2, when he identified that a teacher should be
sympathetic to his students’ failures or inabilities, he stopped being over ambitious regarding the
performances of his students. Not only that, he understood that he needed to be open and friendly
with his students to let them feel that they could come for his help whenever needed. And thus,

EXT?2 felt that his relationship with his students improved a lot.
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In short, the participants’ narratives reveal that their prior language learning experiences
played crucial role in forming their initial cognitions related to language learning and teaching in
different ways. From their early experiences (in schools and clleges) of learning English under
GTM EXT2, NT1 and NT2 knew that that was how not to teach a language. And then, when
EXT2, EXT1, NT1 and NT2 received higher education they learnt more about language
teaching. Their initial experiences as students in different levels thus contributed in forming their
early cognitions of learning and teaching languages. After that when two of them joined teacher
education program their cognitions again started developing (or changing) from a different

perspective.

Research question 2: What are the factors that shape EFL teacher cognitions

and their classroom teaching practices?

This study identifies that apart from individual language learning experiences and experiences of
participating in teacher education programs, there are other factors like workplace environment,
students’ perceptions, collegial relationships, personal expectations and so on that shaped the
participants’ language teaching cognitions.

Like many other factors, workplace environment has significant role in shaping
participants’ cognitions. This topic emerged in participants’ narrations repeatedly. Both
experienced teachers reported that the universities they work in hardly interfere in their teaching.
Their universities issue guidelines, but does not mention anything about how to teach, what
contents to teach or what not to teach. And that was why they thought that they could develop
their teaching the way they wanted. For instance, EXT2 mentioned that he was quite happy with
his work environment. He never felt any complication due to the interference of the authority in

his work. These teachers’ development seems to be smoother since their university authorities
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gave them that freedom to work the way they wanted. Their narratives reveal that they were
quite satisfied in choosing to teach. Significantly, this satisfaction reflected in other parts of their
narratives where they showed concern for their relationship with their students, their teaching
approach and materials, their professional development and so on. In short, it appears that when
they were given freedom of their work they also in return shouldered responsibilities as teachers.
On the other hand, the university where NT1 works in does not give him much freedom of
deciding his ways of teaching. The authority decides everything and bestows it upon NT1. Even
in the cases where NT1 tried to explain his points of argument (regarding interactive classrooms)
the authority did not feel like listening to him. And finally, being frustrated by the authoritative
nature of his workplace NT1 decided to quit teaching in that place. NT1’s development as a
language teacher seems to be disturbed by institutional dominance. In short, this study thus sheds
light on both positive and negative influences of workplace environment in teachers’
development, and reveals that positive environment in workplaces can sustain teachers’
motivation for their development.

According to the participants’ narratives, FEL teachers’ relationship with students seems
to be a factor influencing their cognitions. The narratives highlight the participants’ concern for
their relationships with students, or more specifically they are concerned regarding their
acceptance into the student community. For instance, narrative of EXT1 regarding his
relationship with his students shows that his good relationship with his students enhances his
confidence as a teacher:

[M]y students call me whenever they feel like, even if it is 11 at night, and I don’t mind if

they call me even when I am driving my car... (Laugh)... Many of them call me before

facing any job interview, and say that they feel nervous... I just give them some ideas
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regarding what type of questions might be asked, and try to boost up their confidence...to

be honest, my teachers did the same for me... (EXT1, 31 October 2013)

In another part of his narrative EXT1 mentioned that following another teacher’s techniques of
making rapport with students when he started to be friendlier with his students the whole
atmosphere of his classroom improved a lot. Similar to this, EXT2 mentioned that he tried to
maintain good relationship with his students as he believes that it enhances students’ language
learning process.

Data drawn from participants’ narratives suggest that an influencing factor in shaping
their early cognition is the images of their favorite teachers in their mind formed in their student
life. The participant teachers’ expectations from their students, their relationship with their
students are one or another seems to be shaped by these images of their favorite teachers in their
mind. For instance, as the above quotation of EXT1 suggests he behaves well with his students
because that was how his teachers behaved with him. This statement of EXT1 also reveals that
he expects the same respect or behavior from his students that he has for his teachers.

Joining conferences, reading books and journal articles found to be a factor influences
EFL teacher cognitions from the narratives of EXT1 and EXT2. Especially, in case of EXTTI it
was found that much of his knowledge of language teaching and learning derives from his
participating in national and international conferences and reading of scholarly articles.
However, this theme was totally absent in NT1 and NT2’s narratives. From interviewing them it
was found that they were not much aware of the benefits of participating in conferences, neither
they were much interested in reading scholarly journal articles of ELT. While talking about

reading journals, NT1 mentioned that when he was a student he used to read some, but in the
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university he started teaching there was no access to any international journals like JSTOR or
Oxford University Press.

Self-realization appears to be a factor in many cases for change in participants’
cognitions. Quite interestingly, the participants never mentioned any point of their teaching
career when they seek any kind of help from their colleagues or received any sort of guidance
from their colleagues.

Factors that contribute in change in language teacher cognition have also been addressed
by Richards et al. (2001). Interestingly, whereas in Richards et al.’s (2001) study sources of
teachers’ major changes was students’ feedback, in current study most changes occurred in
teachers’ teaching approach due to their self-realization and personal reading of related research
works. Among four participants, only EXT1’s change in techniques of teaching vocabulary can
be termed as “trial and error” (Richards et al. 2001), and only he mentioned his attendance at
workshops and seminars as a reason behind his move from teacher centered classroom to
students centered, interactive and task based classroom.

The alarming finding of this current study seems to be the minor role of students’
feedback in changing teachers’ teaching approach. Students’ feedback was mentioned as a
source of change only in three cases— EXT2 mentioned that he stopped teaching grammar
explicitly because he realized that his students felt boredom in doing that; NT1’s amount of
talking increased in his classroom because he preferred students’ style of learning; and regardless
of the imposition by the authority to use only English as the medium of instruction NT1 chose to
use Bangla in classroom as his students often faced difficulties in understanding English words
and sentence structure. Therefore, it seems that students’ voices are rarely heard by teachers

while choosing teaching approach.
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Findings of this study regarding the above discussion seems new in light of the literature
reviewed for this study in the literature review section. Though findings came out of NT1’s
narrative to some extent matches with Farrell’s (2006) findings, no such comparison between

different workplaces (or teaching institution in this regard) was found.

Research question 3: How do EFL teachers deal with any complications that

arise as they begin to make sense of themselves as teachers?

The narratives of the teacher participants of this study suggest that as novices all of them fought
with different complications and gradually learnt to teach. One of the significant complications
has been articulated by NT1 regarding his workplace environment. NT1’s first year teaching
complications arouse, as it appears, due to conflicts between his prior experiences of language
learning and participating in ELT program, which can be termed as “reality shock” (Veenman
1984, in Farrell 2006). NT1’s story is to some extent similar to Wee Jin®’s story described by
Farrell (2006) as reviewed in the literature review section. Interestingly, Wee Jin did not actually
compromise with his beliefs due to the pressure of the authority of his workplace; he tried to
balance everything, and at the same time preferred what his students preferred most. In most
cases NT1 compromised with his beliefs of language teaching to survive in that institution,
however it was visible in his narrative that for him how difficult it was to compromise with his
beliefs when he opined that he would quit teaching in that institution till he get an opportunity to
teach somewhere else. In this case it appears that the restrictions imposed by the authority taught
him to teach in diverse ways, yet could not change his beliefs formed through his learning
experience and ELT program. NT1’s narrative in this regard suggest that even after working for

three years in same institution he could not successfully settle this complication.

3 teacher participant in Farrell’s (2006) study
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In case of EXT1 and EXT2, their first year language teaching complications was related
to their English pronunciation. Their complication arouse when they noticed that they were being
unable to pronounce English sounds properly due to the interferences of the sounds of their L1.
EXTTI solved that problem working hard on his English pronunciation with the help of IPA
symbols. Interestingly enough, EXT2 improved his English pronunciation with the help of his
non-Bengali students. Both experienced teachers thus successfully resolved their complications
with English pronunciation. Farrell’s study that addressed first year language teachers’
complications, however, could not come up with stories revealing how first year teachers
sometimes (or often) can find amicable solutions to their complication (not that much
complicated) on their own (2006). This study, unlike Farrell’s (2006) study, addresses the
success stories of teachers’ in fighting their initial complications.

A close look at the narrative of NT1 reveals that his complications turned to be
frustrating to him when his early experiences was challenged by the authority of his workplace.
Due to his early experiences his beliefs regarding technology based language classrooms were so
strong that when the authority of his workplace suggested to do things otherwise he found it
difficult to accept. Notably, the ELT program he studied in also made him aware of usage of
different technologies in language classrooms, nevertheless failed to make him aware of real
working conditions of language teachers in Bangladesh. It seems obvious that situation could
have been worsening if NT1 had to work in a very remote place of the country.

Quite interestingly, similar to NT1 two other participants (EXT1 and EXT2) also had
same experiences of studying in technologically advance classrooms, though the consequences
were different. EXT1’s teacher education program introduced the usage of different advance

technologies in language classrooms, however EXT1 did not went through such situations
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because EXT1 knew that he would not have to replicate what he was learning from that program.
EXT1 noted that even often he did not try to replicate techniques he learned through that TESOL
program, rather searched for new and innovative techniques that suit his students’ level of
English and their circumstances. EXT2 also had experience of learning in classrooms with
advance logistic support, however he mentioned that while he was studying in abroad he knew
that he would not be able to implement all this in his own country as his country was not that
much technologically advance.

The point of difference between NT1 and two experienced teachers might be that NT1
was not much aware of techniques to teach English without technological support, or beliefs
regarding technology based classrooms were so strong that his beliefs denied any change in this
regard. In that case, the ELT program he joined seems be at fault as it failed to make him aware
of real scenario of language teaching in Bangladesh. It seems that ELT program in addition could
not enlighten their learners regarding possibilities of different teaching techniques appropriate to
different teaching context and level of learners. This in turn, as it seems, aroused frustration in its
participants as in case of NT1.

A major complication has been addressed by NT2 regarding her image as a teacher
among her students. As she began to teach soon she realized that her students’ attitude towards
her was different: they were not taking her seriously as their teachers. In her words:

[W]hen I just became a teacher from student nobody treated me like a teacher. [Students]

used to make noises in the classroom, taking permission to go out for an emergency, and

were reluctant to come back... I don’t know why they never took me seriously... I used

to talk a lot in the classroom, made fun, used to be excited and sometimes... like jumping
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out of joy... (laugh)... that might be the reason... isn’t it embarrassing? Something like

... I did not have the attitude that teachers usually have... (07 November 2013)
NT2 gradually learnt to be like “traditional teachers” by being more reserved. She changed her
attire from Shelwar-kamiz to Sari to present herself like traditional teachers in front of her
students. From her narratives it seems that for her the most important thing was to be like other
teachers so that students would pay respect to her and be attentive in her classroom. Data drawn
from NT2’s narrative is identified with Amy”’s story of her becoming a language teacher (Kanno
& Stuart 2011). Similar to Amy, NT2 also wanted to be taken seriously by her students and this
realization lead her to bring changes in her attitude. And through this process both NT2 and Amy
felt like being teachers. However, NT2 could not solve some of her complications regarding
classroom management which in consequence made her realize that she was not suitable as a

teacher of adult learners at university level.

Research question 4: How do experienced EFL teachers differ from novice

EFL teachers in relation to their cognitions and practices?

This study focused on different aspects of changes in EFL teacher cognitions, and in doing so it
finds some differences in cognitions between novice and experienced teachers.

In cases of experienced teachers changes occurred in teachers’ level of confidence,
methodology, classroom activity, grammar and vocabulary teaching, duration in teacher talk,
error correction, medium of instruction, teachers’ role, teachers’ expectations from students, and
teachers’ relationship with students. For novices changes occurred more on their personal level:

their attitude, individual development and personality.

* A teacher participant in Kanno & Stuart’s (2011 ) study



77

An important theme in teachers’ narratives is their perception of their images as teachers.
It seems that participant experienced teachers are quite concerned about building rapport with
their students. Their narratives suggest that they are more in favor of making a friendly and easy
going relationship with their students, in contrast to traditional authoritative attitude of teachers.
However, two novice teachers’ narratives do not suggest maintaining this type of relationship
with students. It seemed that both novices wanted to be respected and obeyed by their students,
which seems to be absent in experienced teachers’ narratives. It appears that both novices
remained quite frustrated regarding the attitudes and classroom performance of their students. In
their narratives there was a visible constant comparison between themselves and their students. It
appears that this (wrong) comparison heightened their tensions as novices.

Examination of the participants’ narratives suggest that a significant part of experienced
teachers’ narratives is engaged with their beliefs and changes in beliefs in relation to their
teaching practices and course materials (i.e., methodology, classroom activity, grammar and
vocabulary teaching, duration in teacher talk, error correction, medium of instruction and so on),
however in case of novice teachers it seems that their narratives are more concerned with
changes occurred in their attitudes and beliefs regarding their perceptions of the profession, or in
general to what extent they are being accepted by the authority of their workplace and immediate
student community. When novices were prompted to talk about changes in their teaching
practices they could not mention significant changes, yet talked about changes occurred in their
personalities. This finding suggests that novices could not focus much on the development of
their teaching skills at initial stages when they remained unsure of their own images as teachers.
For them, it seems that it was more important to survive in the job than work on their

development.
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A close look at experienced teachers’ narrative suggests that they are quite aware of their
own professional development. They try to read journal articles, join conferences and so on to
develop themselves as language teachers. However, from novice teachers’ narratives it seems
that they are not much concerned about their professional development as language teachers.
During the interview, they did not seem to be much bothered about their higher studies or journal

publications.
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Chapter 5

Conclusion

5.1 Summary of the findings

This research asserts that language teachers’ narratives, as has been used in this study, can be a
valuable source through which their experiences of language learning and teaching can be
explored (Johnson & Golombek, 2002). This study uncovers what participant teachers do, and
why do they do what they do. And most importantly, the narratives reveal that the teachers do
not necessarily apply every teaching technique they know, rather they apply their knowledge
through reasoning.

The study further indicates that language teachers’ prior language learning experiences
(Ellis, 2006) and their relationship with their teachers have significant impacts on their language
teaching practices, and their relationships with their students. However, the participant teachers’
prior language learning experiences are not often fixed or unchangeable as suggested by Lortie
1975 (in Ellis, 2006). The study suggests that teachers often change their old beliefs; sometimes
to adjust with their workplace environment, their students, their colleagues, and sometimes due
to self realization.

Another significant finding of this research is that as the concept of English language
teacher training for tertiary level teachers has not been addressed properly by any governmental
and non-governmental organizations yet, it seems that novices who come to this profession
without much prior experiences of teaching face many complications in their initial years of
teaching; sometimes due to inconsistencies between their language learning and teaching

experiences, or sometimes due to the dominating nature of the authority of their workplaces. In
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such troublesome situations they rarely find one to share their complications with. In that case
teachers’ decision to quit (i.e., NT2) teaching seems to be a natural outcome.

One of the common sources of the knowledge of the participants seems to be reading
scholarly journals and books. However, it seems that the books or journal articles on which they
depend often do not match with the local context of their teaching. In that case, there might be a
risk of imposing language teaching techniques by the teachers to students that do not match with
students’ language learning experiences. None of the teachers mentioned their individual
research works as source of their knowledge. Attending seminars and conferences seems not to
be a part of most participants’ professional lives as only one of them (EXT1) expressed these
scopes as sources of his new knowledge. It might mean that other participants are still unaware
of the benefits of attending conferences and seminars.

Findings show that the participants joined teaching as most of them identified the
profession as prestigious and intellectual. From their narratives it seems that they joined teaching
from their inner sense of respect for this profession. This already internalized sense of respect, in
turn, proved to be the reason of frustration for some. From over all reading of their narratives, it
seems that, in many cases their activities were driven by their sense of respect from their
students.

One of the interesting findings of this research is differences in cognitions between
novice and experienced teachers. Novice participants in this study seems to be much worried
about their survival in their working place, and about their newly forming identity as language
teachers, whereas experienced teachers seem to be more focused on their development as
language teachers by focusing more on teaching techniques, materials, teacher-student

relationship and so on.



81

5.2 Limitations

Since narrative research in the field of English language teacher development in the context of
Bangladesh is quite a new concept while writing this dissertation (March 2014), there were very
few studies on language teachers’ development. Lack of teachers’ knowledge on narrative
inquiry into language teachers’ development was an obstacle. It was not possible to convince
more female teachers to participate in this study; due to the narrative paradigm of the study
teachers had to reveal many of their personal issues related to language teaching which explains
why female participants declined to participate in this study. Another complication faced in
conducting this study was unavailability of necessary books, journal articles and other related
texts. It seems that as English language teacher cognition is comparatively a new scope of
research in the context of Bangladesh, the local markets do not have copies of necessary books

of related issues.
5.3 Recommendations

This study calls for narrative research on different aspects EFL teachers’ mental lives in the
context of Bangladesh which will help everyone concerned to understand these practitioners’
complications, desires, expectations, frustrations and achievement profoundly. This can be done
following the paradigm of narrative inquiry (Johnson & Golombek, 2002), as it has been
attempted in this study. Through their narratives it is not only them who will be benefited, yet
novices who are joining the profession without much experience would also be benefited if they
share it with others.

Researchers working in the field of English language teacher development in the context

of Bangladesh can think of launching an academic journal of reflective teaching and narrative
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inquiry to publish narratives of in-service teachers, through which pre-service and other in-
service teachers will be benefited.

And of course, a well formed English language teacher education program can be carried
out by experienced teachers and researchers working in the field of English language teacher
development, which will shed light on teachers’ language learning experiences, their teaching
contexts, their frustrations and their complications, might be one of the most desirable options. In
EFL teacher education programs teachers’ experiences of learning and teaching need to be
addressed to have better understanding of their practices, as often these experiences contribute to
a great extent in the development of teachers’ cognitions (S. Borg, 2009). Importantly, such
training programs should be carried out nationally. It should not be confined to the boundary of
any institution, and thus English language teaching practitioners can get to know about each

others’ stories.
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Appendix 1: Stories of the participants

This appendix presents four participants’ narratives retold by the researcher. Participants’
statements in their words have been presented whenever necessary. Whenever the participants
narrated their stories in Bangla, it has been translated into English by the researcher. English

translations are included in round brackets.
4.0 EXT1’s narratives

It has been more than 20 years EXT]1 is teaching English. EXT1’s schooling was in a sub-urban
area of the country. He came to the capital city for his higher degrees. He chose to study in the
department of English at a university because he loved reading English literature. He studied
literature in both his undergraduate and graduate levels. He completed his bachelor and masters
degree from the same university. To join teaching, he was to some extent inspired by his
teachers’ art of teaching. Later he did his second masters in Applied Linguistics from abroad. He
also has degree in TESOL from abroad. He does not have any formal teacher training. He learnt

about teaching English observing his teachers’ and colleagues’ classrooms.
4.0.1 EXT1’s teachers

When EXT1 was questioned regarding his teachers teaching techniques and his relationship with
them, it seemed that EXT1 became quite emotional. Rather than talking much about his teachers’
teaching techniques EXT1 emphasized how his teachers always inspired him to overcome the
obstacles he faced in his life. EXTT1 talked restlessly about his teachers whom he met at different
level of his study— from his early childhood to university. EXT1 proudly stated that behind his
becoming a teacher his teachers’ inspiration and guidance could never be denied. EXTI1

mentioned:
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.90 =T *[F 94q I @9 g @ =00 IR A6 G B $9¢ 47 @ @] ofF
SR IC04, Q3 AR @1 g2 53 1171 93 I 0y ©IF= I, ©F IJeR (53
AR, FIF Y wifd ©y 9 T MR WF @F ¢ o7 Q4 W i Jiew.. (31

October 2013)
([E]ven after so many years now whenever I am in any doubt or confusion I still recall
what my teacher said to me. He always used to tell me, “You can do this. You can do this
for sure. I am telling this only to you, and not to your other friends, because I know that
only you can do this.” Those words of my teacher still ring in my ears... (31 October
2013))
EXT1’s teachers were quite friendly to him. In the path of his success he admitted that his
teachers’ motivation was very influential. Many of his teachers boosted up his confidence
whenever he was confused regarding something or whenever he felt short. His teachers’

motivational words always inspire him to work harder.
4.0.2 EXT1’s early language learning experiences

As mentioned earlier, EXT1’s introduction to English language was at a school in a sub-urban
area in Bangladesh. When he was asked to share his memories of early schooling (from class one
to twelve) he mentioned that at school he was taught English completely under Grammar
Translation and Audio-lingual methods. Most of his English language learning materials were
based on English literature. Besides, he was taught grammatical rules, vocabulary deductively.
EXTT1 recalled that he memorized many essays, paragraphs, letters, and applications and so on in
English to pass in the exams; he added that that was how most students at that time were taught
English at schools and colleges before CLT became part of the national curriculum (CLT was

introduced in the national curriculum of Bangladesh in 1996). EXT1 seemed to be quite
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disappointed with his experiences of early schooling. At the same time he seemed to be quite
happy when he suddenly started talking about one of his English teachers. EXT1 explained:

[T]here is nothing special to talk about my schooling I guess...but I still remember I had

an English teacher, who later in my life worked as an inspiration to study in English

department when I was at university...that teacher used to share English stories with us,
mostly Shakespeare’s plays, whenever we requested him to tell us stories...of course he
told us the translated version of those stories...from him I got introduced to many great

English writers like Shakespeare, Jonathon, Milton... he actually created my love for

English literature in those early days of learning English...(31 October 2013)

It seemed that though EXT1 was not much eager to talk about his early language learning
experience at school, he talked about one of his English teachers with enthusiasm who
introduced English literature to him.

After H.S.C. (Higher Secondary School Certificate), EXT1 got admitted in the
department of English at a university in Dhaka. In both undergraduate and graduate studies he
did not have specific courses on English language teaching, he had mainly English literature
courses. His classrooms at that university were large, lecture based with limited interactions and

no technological support.
4.0.3 EXT1’s first year teaching

Almost twenty years back when EXT1 was a novice teacher he was initially quite comfortable
with teaching. He admitted that though he was quite nervous before entering into the classroom
for the first time, yet when he faced his students he was quite comfortable with them because
those students’ level of English was not that high. His students, as he noted, were quite week in

English. EXT1 started teaching them following GTM. He admitted that he hardly gave any
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chance to his students to speak; he used to “talk a lot”. EXT1 in that time did not have to worry
much regarding teaching materials; he thoroughly followed the text prescribed by that institution.
In EXT1’s words:

I followed that method (GTM) quite comfortably. I did not have any option other than

doing that, all I knew was GTM, the method under which I was taught for almost 17/18

years...but deep inside I felt that my classroom was boring, quite robotic...I had no idea

how to get rid of that. I only had this method (GTM) and the text given by the

authority... (31 October 2013)
Regarding the process of his learning to teach EXT1 informed that while he was teaching in that
institution (his first workplace) he heard of a teacher teaching English at a nearby institution who
was quite popular in the teaching community of that area for his teaching style. In one fine
morning EXT1 went to that teacher to get introduced to him. And after few days EXT1 requested
that teacher to allow EXT1 to visit his classroom as a guest. EXT1 noticed that that teacher had
good report with his students which made the whole process of teaching easy. That teacher called
his students by name, and it was quite clear that that teacher was quite familiar with students’
family background: professions of their parents, their siblings, socio-economic condition and so
on. For EXT1 that observation was helpful. After that, EXT1 first time took an interest in his
students’ lives. He tried to know about his students, through which he noticed that his students
were feeling more comfortable with him.

EXTT1 recalled that he taught vocabulary in early days of teaching. He used to teach many
synonyms of a single word to enrich his students’ word stock. He used to write down the words
and synonyms in the board so that students could write those down in their note books. EXT1

mentioned that that was how he enriched his own stock of vocabulary. When he was student at
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university, whenever he encountered any new English word he noted it down to his notebook,
looked it up in the dictionary and wrote the meaning of that word and two or three synonyms of
that word beside the main entry. Many of his friends did the same too. Testing, curriculum,

discourse
4.0.4 EXT1’s participation in teacher education program

EXT1 studied in a one year TESOL program in abroad during 1994. In that program he was
introduced to ELT methodologies. EXT1 mentioned that the logistic support was good at that
university. The most exciting part of that course was, as EXT1 thinks, the classroom had video
camera through which everyone’s presentation or teaching practice could be recorded.
Participants were given the CDs containing their presentation so that the participants could check
their presentations themselves to find out in which point they need to be aware of. EXT1 thinks
that that TESOL program basically boosted up his confidence as a language teacher. After
completion of that program EXT1 felt that he knew about many techniques of teaching language,

though never expected that he would be able to apply those at his workplace back in Bangladesh.
4.0.5 EXT1’s Current teaching practices

Now after twenty years EXT1 does not anymore follow GTM method. By this time EXT1 earned
his second masters in applied linguistics and completed a diploma in teacher education from
abroad. Coming back to Bangladesh in 1998 when he again joined teaching, he found classrooms
more interactive than before. He now crates space for his students so they can share their
knowledge. EXT1 claimed that through his reading, attending of workshops and conferences he
learnt that the job of language teacher is to facilitate students’ learning process. Also, he does not
feel like following any particular ways of teaching throughout his life. He now experiments with

new techniques and teaching style. When he was prompted to share how he thinks his teacher
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education program or degree in applied linguistic changed his teaching practice he interestingly

mentioned:

[Due to that TESOL degree] AEIGAG W s R T@ (g G AT Tz 413,
IBIGCO (Of 379 HIfA.... T could not make it happen, S I @ JFI9THIR ©IR GCAR OIS
TR @ TFPH OIS Tl... A0 @ GF61 A0 YoIR G IHE TR F1R... 9| @
technological support BT JPTAR. ASAT IR 1. 901 fF8 frustrate JSTF FO @I FI+4F 4,
O @ W @ 93 support Of IFE ©F T0..9F 0T I, AT F4@ o7 7[RI @
implement 00 X 9T &IF U @R (smile)... QR [Rfeg e [ieg & ReE, ofF
A 92 7 @ 3] (OFI implement 90 TRX...as a language teacher you do not have to

stick to the system or techniques you have learnt from different sources. It may be useful,

but you may not think that you will use it ... Q¥ (OTqI9 ¥O bel... Training 9¥ philosophy
58 Of AT @ (OIFIG replicate FHCO A g, QA OTFF F G independent I IAL....
teaching BT 900 IO on the spot QA tactful IR IS, @FA AH F™ Q Y Y7 AAF

g I I @RS @y If +ite HfAA..on the spot I do something totally new... (21

November 2013)

([Due to that TESOL degree] there is no doubt that lots of changes occurred inside, but in
reality I could not always make it happen, neither I always wanted to do it, everything is
not not necessary either... but again undoutbtedly lot of changes occured in metality ... for
instance tehe tchnological support is not always available here...but there is nothing to be
frustrated about , if it was available things could be better, that’s it...and one more thing,

it is not necessary that I would implement everything I learn (smile)...you will get to
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learn many things from many different places, but that doesn’t mean that you will have to
implement everything ...as a language teacher you do not have to stick to the system or
techniques you have learnt from different sources. It may be useful, but you may not
think that you will use it ... you do things in your own way... The philosophy of training
is not like you will have to replicate everything taught through training, you are
independent in your class... as you keep doing this work you become tactful on the spot,
for example, in my class i do lots of thing that I did not learn from anywhere...on the spot

I do something totally new...)

EXT1 mentioned that the program “enlightened him” a lot, thought it was not always possible to
implement many teaching techniques in his workplace in Bangladesh due to lack of necessary
logistic supports to implement those techniques.

EXT1 mentioned that over the years through his teaching experience he learnt to involve
students in the classroom activity, which was absent before. The change occurred in his teaching
not because he was trained to how to make classroom interactive in his TESOL program, but
because as he mentioned:

In my classroom I never let any of students seat alone. I engage them through group

works. It is not just because I learnt to do so in my TESOL program, but as I practice it I

can relate it with the theoretical underpinning of social learning...sometimes I feel that

some students are not liking it, but I think we live in a world *@4(d TRET ARSA
A S HIFIE A GRS TR 400 =7, 1 think learning should not take place in

isolation; it is a social process... (21 November 2013)

(* where we need to work with many different people for various reasons)
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Interestingly, when he was asked questions regarding choosing teaching materials, he explained
that one of the main sources of his teaching materials are the knowledge and experience his
students share with him, and the experience he brings back returning home from a tour or
conference. He mentions:
I know create scope for my students to share their knowledge. I don’t believe that just
because | am old and I have got experience mean that I have more knowledge than my
students have. Often my students know more than me. And now when I give them scope
to share their knowledge with me I can learn more from them. They inspire me to think
and work harder for them...and when I came back home from a tour I have two bags in

my hand. One filed up with my cloths and gifts for my children and relatives, another

filled with experience; *93 experience 2 8 WINE materials (0¥ q1 M @A

(laugh)

(*mainly this experience helps me to develop innovative ideas to create my teaching

materials)
Now EXT1 does not teach vocabulary or synonyms in isolation with the context. Whenever
students encounter any unknown word in the text he explains that, without writing down
synonyms in the board. EXT1 explains that he noticed after some years of teaching vocabulary
that students are reluctant to note down the synonyms he wrote in the board. He applied the same
technique to his son, and found that his son could not remember most of the words he taught in
isolation to the context. Also, his son got irritated whenever he used to supply synonymous

words. EXT1 realized, that was a wrong technique. He thus stopped teaching synonyms.
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4.0.6 EXT1’s workplace environment

EXT]I noted that he was very happy regarding the environment of his workplace. The university
authority never questioned his style of teaching or anything else. He believes that workplace
environment is very important in case of teachers’ professional development. As the authority

never interferes in his work, he tries his best to accomplish his job.
4.0.7 EXT1’s relationship with his students

EXTT1 thinks he is quite open to his students. His students do not hesitate to call him whenever
they are in any fix. EXT1 gives students that space. EXT1 maintains good relationships with his
ex-students as well. EXT1 says:
[M]y students call me whenever they feel like, they don’t mind even if it is 11 at night,
even I don’t mind if they call me when I am driving the car... (Laugh). I don’t mind
because my teachers also did lot for me, and I should return the same to my students.
Many students call me before facing any job interview, and say that they feel nervous.
you may think what can I do if they feel nervous...I do nothing, I just give them some
ideas regarding what type of questions might be asked, and try to boost up their
confidence...to be honest, my teachers did the same for me...... (31 October 2013)
EXTI1 often remembers a teacher of his early schooling. EXT1 along with his friends were
making noise in the classroom, and suddenly a teacher from another class entered into their
classroom and cained them mercilessly. One of his friends was so afraid with the suddenness of
that situation that he caught fever. However, after a few days when EXT1 along with some of his
friends met that teacher in his way from school to home, that teacher invited them at his home

and offered fruits from his garden. EXT1 thus explains:
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[T]f a teacher’s attitude creates fear in students’ minds that means that the door of that
teacher is always closed for those students. A teacher should learn to control his
emotions...his anger and frustration... teachers should genuinely feel for their
students...and most importantly, your behavior with your students should be constant.
Remember, your students do not expect any inconsistent attitude from you. Your
behavior with them should be constant...this is also true in case of your other relations...
(31 October 2013)

EXT1 concludes by saying that he enjoys teaching a lot. He believes that he is in a profession

from where he can enlighten people, make them aware of social crisis and thus contribute in

social welfare.
4.1 EXT2’s narratives

EXT?2 is teaching English language at a university since 2004. EXT2’s parents were teachers. In
childhood, he helped his parents in counting marks for their students. He was always very close
to teaching. When EXT2 was in intermediate he discussed difficult issues of science with his
friends. Soon he realized he could make difficult issues easier for his friends. He thought he
could be a good teacher. He started giving tuitions to junior students. His students’ feedback
made him realize that he was a good teacher. After completing his MA in Applied Linguistic and
MPhil, he joined a university as a senior lecturer.

4.1.1 EXT2’s language learning experience

EXT2’s experience of formal learning of English at initial stage is similar to EXT1’s experience
at school and college. Similar to EXT1, EXT2 mentioned that at school and college his English
language learning experience reminded him of lots of memorization and teacher centered

classroom, and the central methods were Grammar Translation and Audio-lingual methods.
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EXT2 went to a neighboring country of Bangladesh for higher studies after completing
his intermediate from a sub-urban area in Bangladesh. Initially EXT2 could not follow any of his
teachers’ lectures in that university as English was the only medium of instruction. Other than
that, he did not have any communication problem outside the classroom as there was a big
Bengali community with whom he spent most of his times. At that time, he did not feel any
pressure to speak English, however EXT2 soon realized:

[I]f I am studying in English, and if I cannot speak in English than I am not going to have

any future...so I started making friends with foreign students...that was my first

initiative, that was my own understanding...so I made friends with students from

Thailand, Jordan, Malaysia...their English was not even good...when I talked to them I

first time realized that my English was not that bad...you know, I had very strong

grammar background. Before studying at that university all I learnt about English was

grammar... (23 October 2013)

EXT2’s graduation study was focused to literature mainly, and some basic linguistics, structural
linguistics, historical linguistics and functional grammar. EXT2 did not have any introduction to
ELT methods and techniques before his masters.

In masters EXT2 studied in another university of India. In the university he studied
masters in Applied Linguistics. Regarding his classrooms and learning environment EXT2
mentioned:

[TThe classrooms were “very different”... There were only four students in the

class...there was no fixed classroom...we had classes sometimes in the professors’ rooms

itself, sometimes in the lawn itself having classes. And after completing each of the
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courses we used to have parties with our teachers...it was a very informal...warm
environment there... kind of private...home tuition atmosphere™... (23 October 2013)
In M.phil EXT2’s focus of study was “Computer Technology and Critical Studies”. Regarding
his learning content in M.phil EXT2 mentioned:
[I[]t was a course that was telling us how computer has changed humanities in
education...part of that we were taught how to make power point presentation ...we read
books by people who were writing for humanities field about the technologies and its
crisis...the teacher towards the end of the course told us to write a term paper and to
make a project on any aspect of technology. Because my focus was on ELT, I chose to
work on how computer can be used in ELT classroom...it was most probably in

2000/2001... (23 October 2013)

4.1.2 EXT2’s first year of teaching

When EXT?2 first time entered into a real classroom it was a big classroom. He had an advantage,
as he mentioned, that his students knew that he came from a reputed university. Even though he
was nervous, he knew it well that he could teach. EXT?2 states:
I think my students thought very high of me because of the institution I studied in. My
institution had good reputation which I think made things easier... I was nervous, but |
knew how to teach (laugh)... (23 October 2013)
One problem EXT2 faced in his first year teaching was regarding his pronunciation. In his first
year the students he taught were non-Bengali speaker. Due to lots of interference of Bangla
sounds, for those students it was sometimes quite difficult to understand his pronunciation.
EXT?2 resolved this problem with the cooperation of his students. He asked his students

to point out whenever they found any words or sounds difficult to understand. And thus EXT2
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thinks he was quite successful in neutralizing his accent, and was careful in pronouncing English
sounds.
In initial stages EXT2 was a bit over ambitious regarding the performance of his students.
He wanted to make sure his students were learning. He did not assign group or pair work, he
preferred individual work. His intension was to check to what extent an individual learner is
improving. EXT2 mentioned:
I was like, “if I teach why can’t my students learn?”... I marked as many mistakes as I
found in my students’ script...my classroom was instruction based...I think I talked more
than my students... (Laugh)... (23 October 2013)
In terms of checking students’ errors he marked as many errors as he could. He did not correct
the errors but asked students to correct the errors themselves. He spent a remarkable amount of

time in errors correction.
4.1.3 EXT2’s current teaching practice

EXT2 informed that over the years he has become sensitive to his students’ problems. He has
realized that what he teaches everything is not necessarily learnt. Now, he thinks his expectations
from his students are more realistic. In initial stages though he tried to mark maximum errors of
his students, they hardly corrected. Even after correction, students kept doing the same mistakes.
This was very frustrating for him. In terms of marking students’ scripts now he has become
selective. According to EXT2:

[M]arking all the mistakes and correcting them does not work. It will not work because

students’ attention becomes overloaded. They can’t at a time pay attention to so many

things... I believe that selective marking works better than marking errors all over the

script... (23 October 2013)
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EXT2 mentions that he corrects maximum five errors in a script. And for which he thinks
students pay attention to their errors and mistakes, and try to avoid doing those errors.

His classrooms are now more like seminars. He contends that his amount of talking has
become less. Also, he now prefers group and pair work, because this process helps students in
sharing their ideas with other students and thus it facilitates the process of learning. He agrees
that he also learns from his students because of the seminar like arrangements of his classrooms.

[F]lrom my experience I can tell you that knowledge [in the classroom] is constructed by

both teachers and learners...earlier when my classroom was more instruction based that

was not the case. I realized from their expressions that I could not...actually reach
them...so my classrooms are now kind of seminar...interaction has become more

important... (23 October 2013)
4.1.4 EXT2’s workplace environment

EXT?2 is quite happy with the authority of the institution he works in. He pointed out that he
never felt any complication regarding his syllabus or his teaching style. The authority, as he
stated, never interfered in his way of teaching. He believes that the university he teaches in gives

full freedom to teachers, which might be impossible to think about in cases of other universities.
4.1.5 EXT2’s relationship with his students

EXT?2 states that he tries to maintain a very friendly relationship with his students. He mentions
that a good teacher is someone who “understands students’ problem and sympathize with that.
He tries to make good rapport with his students. And also he thinks he is extremely open to his
students. It seems to him that his students like him and his teaching style.

EXT2 sums up arguing that he finds satisfaction in teaching. He enjoys being with hi

students and helping them to reach their target in life.
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4.2 NT1’s Narrative

NT1 described himself as soft spoken, calm and patient. When NT1 got admitted in a university
to study English he knew that his ultimate goal was to teach English. NT1 joined a university as
lecturer after completing his MA in ELT. Though in his bachelor NT1’s major subjects were
literature, his passion for teaching motivated him to study ELT. He believed that this program
was really very helpful for people who want to join teaching. NT1 has been teaching English

language and literature for three years. NT1’s father was an English teacher at school.
4.2.1 NT1’s teachers

NT1 had two favorite teachers. The first teacher he met him when he was in his undergraduate.
NT1 pointed out that that teacher had good command of his subjects. According to NT1, that
teacher could relate many other issues of life to teaching.

Another teacher was Mr. Hume (pseudonym), whom he met while studying in MA in
ELT program he met Mr. Hume, one of his favorite teachers. From Mr. Hume NT1 learnt a lot
about techniques of making an English language classroom interesting. According to NT1, the
most interesting part of Mr. Hume’s teaching was how Mr. Hume divided the whole class in
different groups and pairs, and assigned different tasks to every group. For NT1, Mr. Hume was

an ideal teacher.
4.2.2 NT1’s language learning experiences

NT1’s English language learning was first initiated by his father. In schools and colleges he used
to get good marks in English in comparison to other subjects which motivated him to study
English in his bachelor. His father gave him to read an English newspaper every alternate day
and asked him to find out unfamiliar words and memorize those. His job was to find out five

English words, their meaning in Bangla and make one sentence with each. In his school and
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college there was limited scope to learn English, the only task was to finish the syllabus and get
good marks. NT1 noted that in schools and colleges he did not had much understanding of
English grammatical rules, but he had a sense of correct English. His father and grandfather used
to speak English with him. Thus he achieved a sense of correct English.

Studying in university, he understood that he needs to learn the language on his own. In
reading, writing and spoken English courses at university he got some ideas about how he could
improve his level of English. Gradually with his own initiative he improved his English. At
university, NT1 was not much like a very serious student, but he was a regular and attentive
student.

At university, NT1’s classrooms were well equipped. Classrooms had multimedia
facilities. He used to have presentation, quiz, group work, pair work, research project and so
other activities at university. Especially in MA in ELT program, he learnt a lot about
collaborative learning and usage of multimedia in language classroom. When NT1 was at
university he used to take notes of his teachers lecture. NT1 Said:

...I had a very good friend at university...we took notes of everything sir said in the

class. .. S SCST TS (7 BEE 201, S SS F91 I A (715 I IS, G9=F T F @ (F 97
IS IS, K FM @ (I3 information & o S@ae o IS, SRS I I247 F7 7 Qs
FPT 9 IR, 330G 9l interest #1td... (07 November 2013)

(I had a very good friend at university...we took notes of everything our teachers said to
us in the class... and as I was determined that I would become a teacher, I used to take
notes properly, even I took notes of the stories teachers used to share with us in the
classroom... and also the information sir shared in the classroom... I used to think that it

would be interesting to my students if I can share this information with them.)
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4.2.3 NT1’s first year teaching experience

When NT1 was asked to mention if he faced any complication in his initial teaching career, NT1
reported that when he first time entered into a real classroom as a teacher, he was very nervous.
He did not know what to talk about, actually how to break the ice. NT1 closed his eyes and
thought of Mr. Hume. NT1 was very excited when he got a chance to teach at tertiary level. The
way Mr. Hume started every class with warm-up activities, NT1 did the same. Then at a moment
NTT1 thought of dividing the whole class into groups of three students, but NT1 noticed to his
utmost shock students were seating in unmovable benches. NT1 said:

94T G0 (9 seating arrangement &3 33071 student (7 T4 TRIT &7 FICS, N (2T GRCT
AU I BT TN FL.fF O 0 (sigh)... group I pair IR TS LA TICS A [ T3, 57 FCA

Q... FE LT ST 39, ©1e Al | Class It interactive F919 & 1 T plan FIOEIN aofue,

R A .. S g 2Ce3 20 RE13S, S (B8 I S@S pair work F I ... (wfY S+ teaching
technique =¥ authority @ g I, S19% colleague 18 &IfF [FOIR (MR 9 ©F, “9asy &
weR”... (7 November 2013)

([W]hen I joined here I faced problems regarding the seating arrangement of students...
when I asked students to form groups, it seemed that they heard of something like that for
the first time... I don’t know how to react on this ... if I divide them in groups or pairs
they don’t understand how to work in groups or pairs... instead of discussing about the
topic, they remain quiet... even if [ ask them to discus something in Bangla, they can’t do
that either. Whatever I planed to do to make my class interactive are in vein... yet, |

didn’t loose hopes so easily, I tried at least to form pairs in class... but I noticed that the
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authority is not happy with my teaching techniques, even my colleagues were not ready
to accept it... their attitude was like, “what the point of doing this things?”...)
Another complication NT1 mentioned was related to the use of technology in classroomS. In his
MA in ELT program NT1 had a four months long course on CALL (Computer Assisted
Language Learning). He was very enthusiastic regarding the usage of technology in English

language classroom. As NT1 reported:

... 92T G0 (A= classroom 9@ (1N computer w12 | S1f (7 STHaCE (FFCSHCuF) listening practice
9F Gy 90T AN CAIFICAT O (P19 arrangement V13 | &2 &2 fC&d laptop X ST, @2+ Sig @i =1

| ST (P2 Student 18 W 27 bore ¢ I listening activity e, S=E ST T9 BTG fRer

I 27 T A [Fg (TCET I 51391, RS 513w, (7 November 2013)

([A]fter joining here I noticed that there is no facility of using computer in the classroom.
I wanted to use songs for students’ listening practice, but there is no such arrangement.
Initially, I came up with my laptop, but now I don’t. Why should I? It seems that students
feel boredom when I give them listening task, yet when we were students we always
wanted to try something new, wanted to learn...)
Failing to implement his ideas of group work and pair work in his classroom, within few months
NT1 started following traditional approaches of teaching. NT1 reported that after stopping
implementing pair or group work, and not getting any technological support, his classrooms now

look like typical lecture based classrooms.
4.2.4 NT1’s current teaching practice

When NT1 was asked to compare his first year and current teaching practices, he mentioned two
changes: expectation from his students and medium of instruction. NT1 mentioned that in yearly

years his expectation from his students was different from now. NT1 pointed out that as a
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students he was not that much serious to study but he was regular in the class and he took notes
from his teachers’ class lecture. Also, when teacher asked them to study something beforehand,
they used to follow that. However, NT1 noticed that his students never take notes of his lecture.
Even if he asked them to study something at home before coming to the next class, they never
did that.

---class @ @31 F9=2 note (I A1 | & FRA SN DF WO ARRAT | 93 SEASIHG (T @61 3T 5] SR
(Teb1a A5 (AR, 200 AT @b P! T, SN S ifd JT (B S T2 G5 R F7 @ AFF T 00!

(15 FCF IS, ST G357 FCF I, LTS FCI, Y QR (9 o2, @5 @2 & 3, eac g Fa900
CU3T... B3 #CT ST FBT @ 9 F13T @ response FACI (12 1613 &7 Ff1... (07 November 2013)

([T]hey never take notes in class. I don’t know what might be the reason. There is a
tradition of providing lecture sheet to students in this university, that might be a reason, |
actually don’t know. When I was a student I used to take note of everything teacher said
in the class. My students don’t do this, even if I ask them to do so, I felt very about this...
what I do now is that, I don’t ask them to do anything... I have stopped expecting that
they would to come in the class preparing their study or at least would response to my
questions in the class.)
While talking about changes NT1 pointed out a change in the medium of instruction in his
classrooms. NT1 mentioned, in first year he used to follow only English as the medium of
instruction. NT1 reported that the curriculum of the university mentioned clearly that English
should be the medium of instruction in classrooms. This was also how he learnt English, and he
or his friends never requested the teacher to explain things in Bangla. When NT1 or his friends
had difficulties in understanding any English expression they would talk to their teacher after the

class for clarification. This was how NT1 learnt many English expressions. NT1’s students



105

sometimes requested him to explain things in Bangla, though he often denied doing so.
Gradually NT1 realized that his students were getting poorer marks in exams in comparison to
students in other sections. In a post-exam conversation with students NT1 realized that his
students were not habituated in an only-English classroom. NT1 then started explaining things in
Bangla whenever students found anything difficult to understand; even though the university

authority though wanted him to use only English as the medium of instruction. NT1 argued:

- ST ATICS PICY (WLET 712G 726 22 AT ACIAT | 220 A 9O 2@t i 1 S T Hes
fRels GFFN SNAS SAF 2CFN 2090 | 93 JACO T ARBGIZ SPreHT ABCS inspire FCF | 77 92T
CTHETN GFICST inspired 23 1, 372 2RI W result I | (9T I S [ FIN, ST (F IRET 3]

M3 R | TG (@91 (7, ST waiih g qiwe SN 3ot 3 AMeits 0, &g s et Fwers

1 Sfifey SHCCHAl 3 JACO3S 1 A ©IRCe Awiszt &e 1. (07 November 2013)

([W]hen I started teaching them I noticed that they were unable to understand even
simple English words. Initially I used to ignore it. When we were students we also used
to have such problems. This inability to understand something actually inspires students
to study. Bu the situation is totally different here. Instead of being inspired to study
seriously, they score low in exams. So what can I do in such situation? I now explain
them everything in Bangla. The interesting thing is that, university authority still wants
me to teach only in English, but I thought what I was teaching to my students if that is
that was no use of them what is the point of teaching then?...)

NT1 joined teaching because he thought through of teaching as an honorable job. When NT1 had

to answer if he was frustrated regarding his decision to join teaching NT1 clarified:

[T]eaching %3 interesting @ =+ T when I teach I can make things easier to my students,

and when I walk through the road and students see me, they respect. They pay the respect



106

and this gives a me sort of like...like...good feelings...students who are even not from
my department they also pay the respect...this is really a very good feeling which is why

I am still in this profession. .. "% (58 SIS TUN FFCGH 1 SR (7 77 30O A, 9 7
implement S90S NS O 271 (3711 B2 ¥ frustrating = 23... 5K pathetic realization 251
GBI BIF1 IR SR WS (O (P (GTSHATH 230001 IS (PR theory, technique TS @iy
g (7, g3 @It implement FACS ARCOPHI SN 7 FCHH], Tou [Fg APR ez 23
(O™, ST 531 (IPB13 43 (I frustrating 7 27 9%... (07 November 2013)

([T]eaching as a profession is very interesting because when I teach I can make things
easier to my students, and when I walk through the road and students see me, they
respect. They pay the respect and this gives a me sort of like...like...good
feelings...students who are even not from my department they also pay the respect...this
is really a very good feeling which is why I am still in this profession...after lots of
struggle when I cannot make students or university authority understand something,
cannot implement anything new then the whole ituation seems very frustrating ... the
most pathetic realization is that working in this university I am being unable to develop
myself ... the theories and techniques I studied through out my student life, I cannot apply
any of those here. I feel that I am not learning anything working here, I am loosing

interest in teaching new thinks... really, the whole scenerio seems very frustrating...)
4.2.5 NT1’ workplace environment

NT1 is not at all happy with his workplace environment. He mentioned that he often could not
understand what might be the expectation of the university authority from him. He has very

complicated relationship with the university authority. Even, his colleagues are not cooperative
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at all. It seemed to him that everyone is playing the blame game in official meetings. He is quite

frustrated with his workplace environment.
4.2.6 NT1’s relationship with students

NTT1 thinks that his relationship with his student is okay. He is kind of reserved. He does not talk
much. He mentions even if sometimes he becomes disappointed with his students, he knows how
to hide that.

NT1 concludes that even after sometimes being frustrated, he was quite satisfied with his
profession. Initially he was though quite frustrated regarding his students’ passive role in
classroom and poor English proficiency, at the end of the day NT1 thought that his students
needed him. NT1 pointed out that it was very difficult to deal with such students with patience,
and NT1 thought he could perfectly deal with his students because he has that patience to work
with his students.

NT1 concludes arguing that he really enjoys teaching, because staying in this profession
he can always be connected with reading. If he changes his profession he might not have any

time for reading. He wants to spend his life by studying and teaching.
4.3 NT2’s narrative

NT?2 described herself as a quite and easy going person. She always tried to do her assigned tasks
sincerely. NT2 came to Dhaka for higher studies after her intermediate. She got admitted in a
university in the department of English in 2006. After completing her graduation degree in
English language and literature with distinction she got admitted to MA in English program.
While doing her masters in English, NT2 joined an English medium school. After working there
for two months NT2 joined the same university from where she completed both her bachelor and

masters degree. It had been almost one year NT2 was working at a university. NT2 started
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teaching in that university because of her teachers’ inspiration. As she was a bright student, her
teachers thought that she could teach at tertiary level. In that university NT2 was conducting

foundational English courses.
4.3.1 NT2’s language learning experiences

Up to her intermediate NT2 did not focus much on learning English. Like many of her
classmates her target was only to get good grades in English. However, when he was studying
for university admission test he noticed that it was no more possible to write essays or
paragraphs from her memorization, she needs to have good command over the language to write
essays and paragraphs on unknown topics in the admission test. She then started reading English
newspapers to have good command over English. And then when she got admitted in English for
her bachelor degree it was all about studying English literature.
When NT2 was asked to talk about her English language learning process NT2 said:

...student &N T FAET & class T FIOW F A AWM friend (G WCH GF6T

competition & FICST FPTNZ| BHRAT T2 exam script (TS M 02 IFGCR 7 A SRFGCAT

G script 97 GFBT QEITETE BTSB! B0 (IS | @ GG (I T59 (1 #{12e, S (FI 9ol S, Al Ayl
(TACS BT T, GO ATICHI FCH (T I F99 AT, S GHHfF A N A (A T @ 5 (oI 6 @
2307 ©lel g 3914 &)... (07 November 2013)

[W]hen I was a university student I cannot remember if I missed any class ever... there
was a competing attitude among our friends. When teacher returned exam scripts after
checking, we used to compare our scripts with others. We were tensed regarding why
someone scored higher than me, what was my mistake, or if the teacher made any

mistake in marking, why I scored low despite studying hard... even I sometimes visited
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teachers at their offices to clarify my confusion regarding exactly what was my
mistake... (07 November 2013)
NT2 mentioned that she was quite popular to her teachers for her seriousness. NT2 was always
among the top three scorers in the exam. Apart from course work, NT2 leant many English
expressions through reading English story books, newspapers, and always being curious to her

mistakes and errors.
4.3.2 NT2’s teachers

When NT2 was asked to think about her teachers she named few. NT2 specifically referred to
one of her teachers. The teacher was very knowledgeable. His teaching technique or level of
teaching was not for ordinary students. NT2’s teacher’s sense of humor was very sharp. He was
highly philosophical, and at a time could make his lesson interesting. His students enjoyed a lot
in his classes. NT2 thought, for students to enjoy the lesson and teachers’ teaching style is an
important factor.

NT?2 also mentioned another teacher of her graduate level, whom she referred as someone
she never wanted to be like. The teacher’s teaching style was quite “note based”, as NT2 terms.
This teacher’s teaching techniques were quite oriented to the exam. He used to give list of
questions long before the exam, and used to teach in light of those questions. The teacher was
very rigid. He never listened to students’ opinion. He was quite authoritative in nature. NT2
thinks a teacher should be open to learning; even teachers can learn many things from their

students.
4.3.3 NT2’s first year of teaching

NT2 was not much nervous, yet excited, when she first time entered into the classroom of that

university. For NT2 that was the same classroom she studied in for a long time. Memories of her
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student life were quite fresh. However, within few months she realized that students were quite
reluctant to follow her instructions. In the middle of the class many students requested her for a
five minutes break, and in name of five minutes they came back after twenty minutes. That was
not the case of one or two days, that was the story of every day. Interestingly, when NT2 was a
student she and her friends did the same thing to one or two of their teachers. But, those teachers
were extremely boring! NT2 asked herself if even she was making her students bored! Soon she
realized the problem:

just student (ACF T4 teacher 2 IFCF (IS 33O 76! o 1 student I T2 5% A (T I
83 teacher...class @ SQaE Fqco!, IRCT TSARF FA IS AT JAMCS! L., & TN (FF FASE
seriously 1@ 1. @03 class @ S FA WO, fun FIOW, SCAF (IR TR AP, PN FIOM...
(laugh)... =9 23 @&y, (F34 embarrassing @l 91? (F3 rifel... Teacher (7 (T 1@ A, & fGfaw161
fge... (07 November 2013)

[W]hen I just became a teacher from student nobody treated me like a teacher. Students
were reluctant to realize that I was their teacher... they used to make noises in the
classroom, taking permission to go out for an emergency they were reluctant to come
back... I don’t know why they never took me seriously... I used to talk a lot in the

classroom, made fun, used to be excited and sometimes like jumping out of joy...

(laugh)... that might be the reason... isn’t it embarrassing? Something like ... I did not have the attitude

that teachers usually have... (07 November 2013)
When NT2 was asked if she faced any particular complication in first year, she mentioned that
she had communication gap with her students. As she was not much articulate, students often

misunderstood her. Her level of communication with students was poor. As a consequence, some
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of her students even complained to the authority. Also, in early years the whole process of

teaching was very challenging for NT2. NT2 contends:

oy U &fobt Class 93 SR Tid M0 AW 7RFg Plan F900 001 | 5 39T, &5

TR, @IF0E I G0 *CIET, Step el 4@ 437 @A O WAEE T3 (@I

experience A1, WNGE &d guideline T | GT& @ RCOT {{... (07 November

2013)
([T]nitially I had to plan everything in the night before every class. What to talk about,
wht to teach, which topic to focus after which topic, I faced problems regarding the steps
of conducting class... we don’t have such experience, we are not provided with any
guidance, that’s why I faced many problems...)
In her first year teaching while checking scripts NT2 used to mark maximum errors to help her
students improving their English. She corrects students’ mistakes repeatedly, but her students

cannot correct their mistakes. NT2 says:
I corrected their mistakes repeatedly...fF& at the end of the day WY SWRE I MR ©OFF
5% 3 (A I A=Al %_[ﬁ frustrating... (07 November 2013)
(I corrected their mistakes repeatedly... but at the end of the day it seems that what I
teach them I don’t find any reflection of my teaching in my students’ script, not even
1%... very frustrating)

4.3.4 NT2’s current teaching practice

To answer the question if she found any change in her current teaching practice in comparison to

her first year teaching, NT2 mentioned that in initial stages she thought that her job was to

complete the syllabus prescribed by the department within the deadline. However, now NT2
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believes that her job is to facilitate students’ language learning. Now, besides the syllabus NT2
uses some extra teaching materials and handouts which she thinks could help her students to
improve their English. NT2 mentioned, now sometimes she even uses audio clips and movie
clips to make the class interesting. She learnt these techniques from her reading of English
language teaching books.

Initially NT2 used to give lectures than assigning any tasks to students. Sometimes she
used to assign tasks to students, but was very reluctant to check to what extent they completed
the task. Now, NT2 gives interesting tasks to students, monitor their progress when they do the
task and spend more time on evaluating students’ task. NT2 mentioned that she learnt about this
process when in a departmental meeting one of her colleagues described this process as a
technique to make the class interesting.

Over the year NT2 could not solve the problem regarding students’ script checking. This
job is still frustrating as it was before. When she circles students’ mistakes she knows that this
correction will not bother her students. NT2 shared this to one of her colleagues; NT2 mentioned

that her colleague said:

[Y]our students are matured enough, S 4o *fFcocTal It Fr4co siczAT, §ﬁ:{ 8Md & E
POl P4, .student (TF force BT SSTCA g RIATAT IR A1.... (07 November 2013)

([Y]our students are quite matured, if they are being unable or unwilling to learn how can
you force them to learn... students can’t be taught anything by force)
NT?2 is confused how to solve this problem. NT2 wants her students to improve, but does not

find the right way to motivate them to learning.

4.3.5 NT2’s workplace environment
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NT2 noted that she does not have any specific problem with her workplace environment.
However, she thinks that novice teachers should be provided some guideline before starting
teaching. Learning to teach on own is very difficult and challenging. The authority rarely asks

for their comments regarding any change in their policies, which she thinks should be otherwise.
4.3.6 NT2’s relationship with students

Over the year NT2’s relationship with her students improved a lot. NT2 now keeps contact
number of her students. Also, she uses Facebook and often chats with her students to help them
improve their fluency in English. NT2 thinks, this technique helps her to eradicate the
communication gap she used to have with her students in initial stages.

NT2 mentioned that her attitude with her students in the classroom changed a lot. Now
she knows how a teacher should behave with her students in the classroom. Yet, sometimes she
suddenly goes back to her earlier form which she finds to be quite embarrassing. She has become
quite reserved in the classroom. She knows her responsibility as a professional in this field. NT2
has started wearing Sari instead of Shelwar-kamiz, because she thinks Sari makes her look more
like a teacher.

NT2 informs that most of her students are not that much serious in their studies. Often
she doubts if some of her students really come to study at university or just to get certificates.
When NT2 returns exam scripts it seems to her that many of her students do not feel like
reviewing where they fell short in getting good marks. She says:

A T AT 9O careless =A™ df Student (R @Y OFT 4T W A8 9§
serious Y ¥03 M I 8 @A careless A IR ¥ SOF @ Script @&l Check FE
@R oF q F Y8 oed ALy facere IR AL eFt Wi F BRI, @d Siiedra

FEAL... (07 November 2013)
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([W]hen we were students we were not as careless as my students. In initial stages even if
students are serious, as time passes they become careless. When I return their scripts after
checking, it seems that they don’t bother to even have a look at it... I don’t understand
myself what do they expect me to do... why don’t they study...)
NT2 does not know if she really wants to continue teaching. She often feels that teaching is not a
right job for her. In her childhood she never thought of becoming a teacher. She agrees that now
she tries to be like traditional teachers, but she never feels it inside. She is not happy the way she
is. She feels like she is behaving like somebody else. She wants to be very friendly and easy
going to her students but her students are not of that type. If she becomes friendly with them,
they start treating her as more like their friend than teacher. Her teachers were quite friendly with
her as well, but she always remembered that they were her teachers. She informs that she was
quite happy when she taught young students in an English medium school. She says:

I Y el SO I oFf IM QAo Ao F SN o7 Wo... S0 J&I I hesitation
qIR| A FA ACT 6 ... Q361 §F It e, fF58 QAT student I GBI question
P ... QR J& G2 tendency BIR d12... (07 November 2013)

([T]f T had made any mistake and if the children could understand it they mentioned it
immediately... they didn’t have any hesitation. They say just what they feel... I just like
it... but these students at this university don’t ask any question... they don’t have any of
these tendencies ...)
NT2 concludes saying that she never thought of choosing teaching as her profession. Teaching
does not go with her image. She does not know what to do next. However, whatever she does,

she wants to do with sincerity. She does not know what is waiting for her in future.



