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Abstract 

This study is a critical examination of the impact of an innovatory training 

program called the Field Based Teacher Development Programme (FBTDP), which 

was introduced in 1988 by the Aga Khan Education Service Pakistan (AKESP), into 

the remote, rural area of Chitral. The study compares the performance of students 

taught by Field Based Trained (FBT) teachers with their counterparts who have been 

taught by Non Field Based Trained (NFBT) teachers. It also compares the classroom 

practice and teaching behaviour of both groups of teachers. 

A mixed approach of quantitative and qualitative paradigms was adopted. 

Students of Class V in science were given an achievement test, and data were also 

collected from classroom observation and interviews of the students and teachers. 

The main finding of the study is that the performance of the students taught by the 

FBT teachers is not significantly different from those taught by NFBT teachers. The 

performance of both groups of students is very low, and there is no identified 

difference in teachers' practice or classroom environment between the two groups of 

teachers. 

Issues include: negative classroom climate, waste of students' instruction 

time, demand for more autonomy in leaming by students, a lack of competence in 

teaching and managing multigrade classes, and a lack of co-operative leaming among 

student and teachers. The future success of the FBTDP will depend on these issues 

being addressed during the FB training. Master Trainers, who did not understand the 

philosophy of the programme, are not properly trained, selected or groomed, receive 

justified criticism from the trainees. The FBTDP, which is suited to the rural 

environment, should be reorganised so that the programme can realise its potential 

and play a vital role in increasing the quality of education using progressive methods 

of teaching and learning. 

Recommendations include: changing the conduct of the FBTDP, 

. improvement of teaching effectiveness, training in the management of time and 

multigrade classes, and on-going assessment and evaluation of teachers. 
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CHAPTER 1: OVERVIEW OF THE STUDY 

You cannot use yesterday's tools 
for today's job and expect to be 

in business tomorrow. " 
FAFUNWA 1967 

1.0. INTRODUCTION 

In Pakistan, the deplorable state of primary education in general and rural 
female primary education in particular, is well documented in a series of studies and 

reports produced by the government, donor agencies and educational experts 
(Asberg 1973,1987, and Khan 1983). Half of the children in Pakistan never enter 

schools, and those who do are provided with such a low grade education that its very 

efficiency is in doubt (Jaffer 1988). If one were to go by the accepted definition of 

education: 

"the act or process of acquiring knowledge, to improve or develop or to train 
for some particular purpose or occupation " 

(COLLINS ENGLISH DICTIONARY) 

it could be argued that children outside the formal school system are more educated 

than these who go through the ritual of schooling (Jaffer 1988). 

The factors contributing to this state of affairs have been suggested in various 

reports. They include poor physical facilities, shortage of teachers, teachers' training, 

teacher absenteeism, and low assistance and technical support to the working 

teachers (Khan 1983). However most reports, particularly those provided by the 

government, fail to acknowledge that one of the key factors responsible for the poor 

state of education for the majority of our children, is the lack of political will to 

educate females in individual organisations and institutions who can exercise an 

influence on the education system. 

This lack of commitment is particularly evident in terms of female education 

and especially rural female education (Bhatti 1988 and Khalid 1990). Low 

commitment is indicated by the low budgetary allocation to rural female education, 

the low social status and poor service structure, the poor quality of training, a rigid 

curriculum which takes no account of rural experiences, a tight bureaucratic control 

over all education affairs to the total exclusion of the community, parental attitude, 

and widespread irregular practices which pervade the whole system. On the other 

hand some Non Government Organisations (NGO) such as the Aga Khan Education 

Service Pakistan (AKESP) are tackling the issue of female education. AKESP takes 
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the issue seriously for two reasons: firstly, Prince Karim Aga Khan, the Muslim 

Ismaili religious and spiritual leader is working on three rural projects - to develop 

female education, health, and housing for all; and secondly, AKESP is helping the 

government in those areas where due to lack of funds the latter cannot provide the 

facilities to provide public rural female education in the field. This study sets out to 

examine AKES efforts in Chitral, Pakistan in teacher training and its impact on the 

students and the classroom. Figure 1.1 is a map showing the location of Pakistan in 

South Asia and Figure 1.2 shows the location of Chitral in Pakistan. 

1.1. RATIONALE FOR THE STUDY 

In 1992 the writer was appointed by AKESP in Chitral to provide 

professional support for fifty two schools and three Field Based Teacher 

Development Programme (FBTDP) centres in the isolated and remote area of Chitral. 

The brief was to study the quality of teachers and those who are taught by FBTDP 

trained teachers and to give feedback and recommendations about how improvements 

could be introduced. In order to assess the situation and to get a good appreciation 

of the environment in which the FBTDP centres, normal schools, teachers and 

students are working, the writer visited many schools, organised formal and informal 

visits with teachers, organisers, parents, students and the community leaders. Critics 

of the FBTDP such as parents, community members, local education officers and 

school teachers (personal communication) claim that the teachers are in trained to 

give their students the flexible skills that are required in a modem rapidly changing 

society such as decision making, problem solving and analysis of problems; that they 

have failed to achieve the aims agreed by educationalists in the Government Primary 

Teaching Certificate (PTC) curriculum and FBTDP documents, that they have failed 

to groom creative and reflective thinking skills; failed to judge intellectual 

comprehension or application abilities; failed to discover the potential or aptitude in 

specific areas of development; and encouraged the students to cram subject matter 

rather than exercise independent judgement. In turn the students are seen as 

apathetic, alienated and disruptive. Failed students not only create a high drop-out 

rate but also suffer life long feelings of inferiority. On the other hand, external 

evaluation reports (Bude 1993) confirm that AKES teachers are better equipped in 

teaching methods, content knowledge and skills when compared with their 

2 



FIGURE 1.1 
Map of South Asia showing the location of Pakistan 
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FIGURE 1.2 
Map of Pakistan showing the location of Chitral 
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counterparts in the government trained sector. But no study has been conducted to 

confin-n that improvements in the teachers result in changes to their practice in the 

classroom and improvements in the knowledge and skills of the students. In 

"Teacher Development for better pupil achievement " it states: 

"Pakistan faces ma or problems with low achievement level and high 
dropout and grade repetition. The main reasons for this low achievement 
level are insufficiently trained teachers, the lack of instructional materials, 
inadequate supervision and deteriorating physical facilities. Pre-service and 
in-service programmes are not fully effective in imparting classroom 
teaching skills and in upgrading subject matter competence". 

APEID 1986: 9 

The writer decided to check the difference between the official curriculum, 

the perceived curriculum, and the implemented curriculum of the PTC (Smith 1993) 

and to determine some measurement of the impact of the FBTDP on the students' 

level of performance. These investigations were to have an immediate practical 

application, for the writer had been asked to make some recommendations to the 

AKES Board of Directors (Policy Making Committee) on future training 

programmes for teacher development in Chitral. The approach espoused by Wolcott 

was used: 

"Our intent was to help educators to look at themselves, to turn their 
attention to what actually goes on in schools rather than to be so singularly 
pre-occupied with what ought to go on in them. " 

WOLCOTT 1981: 7 

Before embarking on what Delamont (1992: 1) describes as a "lust of 

knowing" the writer read her diary, which contained a daily record of her 

observations. Originally she had not anticipated that this diary would play such a 

significant role in the research but it proved to be a useful reference when writing this 

research thesis. On one page she noted an entry: 

"Six months have elapsed since I took up this challenge in Chitral. At last I 
am clear in my mind what I need to do. I will start by investigating the 
impact of an innovatory approach to teacher training (FBTDP) on students 
and classroom practice. " 

NABI, 8th September 1992. 

1.2. AIMS OF THE STUDY 

The overall objectives of the FBTDP are to improve performance in two 

broad areas, knowledge of the subject matter and pedagogical skills. 

There has been a tendency for the literature on education in developing 

countries to be more concerned with a discussion of policies and system wide 
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features than with observation of the realities of schooling at the chalk face (Crossley 

and Vulliarny 1984). During the writer's school visits in Chitral, and in talking 

informally to teachers, Master Trainers (MTs), trainees, and students she became 

aware of a gap between the policies and process as documented in the FBTDP 

papers, and what was happening in practice in the schools. In order to succeed, the 

FB policies and objectives initiated by the AKES organisation need to meet the 

everyday realities of the classroom (Vulliamy et al 1990 ). 

This study was designed to monitor the FB training process, note its impact 

on the teaching environment and on the performance of the students. It was 

conducted with Class V Science teachers, monitoring their teaching styles and the 

performance of their students. The specific aims of the study were as follows: 

1) To compare the performance of Class V students in science taught by FBT 

teachers with that of students taught by NFBT teachers. 

2) To evaluate the performance of Class V students in their science classes 

against the objectives and processes which are mentioned in the FB 

documents and the PTC curriculum. 

3) To determine which of the methods documented in the FB, PTC and Class V 

national curriculum are used in practice teaching during training. 

4) To determine the role of MTs in bringing about behaviour changes amongst 

the trainees during the training process and their later impact on teaching in 

normal schools as FB trained teachers. 

5) To determine in what ways FB trained teachers and their teaching learning 

situation are different to Non FB trained teachers and their classes. 

6) To determine in what ways the students taught by FB trained teachers are 

different from the students taught by Non FB trained teachers. 

7) To determine if FBTDP is the most suitable model for rural areas and whether 

it can be implemented in other similar situations. 

1.3. STRENGTHS OF THE STUDY 

1) This study can contribute in the future to teacher training and classroom 

management and help course organisers to make plans and develop projects in 

this area. This is the first in-depth study on teacher training and its impact on 

students' performance level in Chitral. It is based on a qualitative and 
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quantitative triangulation of findings. It will provide evidence of what 
happens in the classroom, and suggest reasons for these findings. 

2) This study establishes a baseline for further research on the basis of its 

findings. 

3) The writer is not morally bound to any organisation, authority, person, or 
funding agency so is free to record the perceived situation, but always with 

the caveat that certain infonnation was obtained on the understanding that it 

would not be attributable to an individual and hence cause harm to those who 

so freely co-operated with the investigator. 

4) The writer feels that a main strength of this study is that she was a non-local 
but not an outsider researcher. She is also familiar with the area, the 

language, culture, politics, structure, organisation and the educational system 

of AKESP, and the Government. Although familiarity has its advantages a 

number of writers have commented on the difficulties of conducting 

ethnographic work in familiar settings (Delamont 1981, Aguilar 1981, and 

Spindler and Spindler 1982). The major criticism they present is that it is easy 

to take for granted every-day issues and practices which require analysis from 

a more objective or disinterested stand-point. In Chitral, what Ball (1987) 

calls 'micro-politics' is strong, and people favour each other on the basis of 

family connections, the same village, the same region or even whether people 

come from upper or lower Chitral. As a non-local the writer has none of 

these connections, and the teachers and community leaders have great respect 

for her and put more trust in her because of this dissociation. They are more 

open and honest, knowing that the writer will not favour anybody and that 

decisions are not biased by connections. Due to her position in the 

organisation, the writer had in-depth knowledge of many of the issues that 

were raised and was able to discuss these freely with the subjects. 

1.4. LIMITATIONS OF THE STUDY 

Jamal (1992) warned that no research study is limitation free. This study has 

limitations in the following areas: 

I) The non availability of students' previous records, and profiles. As no kind of 

cumulative record existed about any individual student's past performance 
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some assumptions had to be made based on the writer's visits to similar 

schools in the area. 
2) The non availability of teachers' records, detailed performance records, and 

meeting records as these had not been properly maintained in the AKES 

office in Chitral. Consequently, the information about the teachers' past 

records have been based on the writer's experience, and the meeting records 

of the Education Officers and teachers. 

3) The non availability of records about the Master Trainers of the FB centres, 

their selection, training and performance. The writer had to create her own 

record on the basis of what was seen and heard. 

4) Students were not used to any kind of pen and pencil assessment, or any 

formal kind of assessment. When a pen and pencil test was given they faced 

problems in both reading and writing. To some extent this was overcome by 

allowing an oral examination, but the students should be trained to undergo 

this type of assessment. 

5) Generalisability is a limitation of this study because of the sample size and 

because this is the first time that a field based training approach has been used 

in Pakistan, so there are problems in separating the reaction to innovation 

from the specifics of the approach. 
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CHAPTER 11: THE CONTENT OF THE STUDY 

2.0. INTRODUCTION 

The Aga Khan Education Service (AKES), for whom the writer works, has 

an international presence and provides special educational provision for countries in 

the developing world. The aims and strategy of that part of the organisation which 

makes provision in Chitral will be examined and some background given of the 

recipient culture into which education is being introduced. 

2.1. AGA KHAN EDUCATION SERVICE PAKISTAN 

The Aga Khan Education Service Pakistan (AKESP) has the largest network 

of private educational institutions in Pakistan. It is mainly involved in the education 

of females, particularly rural females and has achieved a large measure of its success 

through a process of staff development. AKESP is a private, non-profit making, 

philanthropic organisation whose programmes are open to all regardless of race, 

religion, colour, creed or economic status. AKESP operates more than two hundred 

schools and hostels in Pakistan, mostly in the Northern Areas and Chitral providing 

education for around 26,000 students and employing a teaching faculty of about 

1,100. The basic funding of AKESP comes from the Aga Khan Foundation in 

Geneva. 

2.1.1. AIMS AND MISSION OF AKESP 

The principle aim of the organisation is: 

"to enable many generations of students to acquire both knowledge 
and essential spiritual wisdom needed to balance that knowledge and 
enable their lives to attain the highest fulfilment. " 

AKES 1989 

Other aims include enabling the system to become self sufficient and providing an 

improved quality of education relevant to the needs of the society and the nation as a 

whole. 

2.1.2. STRATEGIC ACTIVITIES OF AKESP 

There are five main areas of activity within the organisation: 

1. Initiation of the provision of schooling, particularly for females in rural areas of 

Chitral and the Northern areas. 
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2. Teacher Development. The urban south adopted a School Improvement 

Programme (SIP) whilst the Northern Areas and Chitral participated in the 

FBTDP on which this study is based. 

3. A Self Help Schools Construction Programme (SHSCP) mainly employed in the 

Northern Areas and Chitral. 

4. Provision of student hostels. 

5. Career guidance and information. 

The first two of these activities are relevant to this study and will be 

considered in more detail. 

2.2. AKES SCHOOL SYSTEM IN CHITRAL 

AKES opened its first school in Chitral in 1980. There are currently 51 

schools with an enrolment of about 4,000 students, 99% of whom are female. Thirty 

one of the schools are two-teacher primary schools, sixteen middle schools are 

attached to the primary schools and there is one high school to which both middle 

and primary schools are attached. AKES operates these schools in four regions of 

Chitral, see Figure 2.1. Figure 2.2 shows that these areas in Chitral have the highest 

rate of participation of girls in primary education. Of the total school buildings which 

AKES Chitral is currently using in the Chitral District, 38 have either been rented or 

loaned by the community. The schools are built of mud and consist of two small, 

dark and unventilated rooms which are cold in winter and have no proper furniture. 

Students sit on rough, torn rugs which are totally inadequate to protect the students 

from the cold. Many school buildings do not have doors or windows and the 

extreme climate makes the classroom less than effective for leaming. 

2.2.1. CHITRAL 

Chitral is a very isolated district of the North West Frontier Province 

(NWFP). Because of its unique physical, social and cultural situation and the status 

of the female in this community, it is essential that the reader gets a clear picture of 

the background factors in order that the study can be more fully understood. 

2.2.2. PHYSICAL AND SOCIAL BACKGROUND OF CHITRAL 

Chitral is situated in the north of Pakistan, see Figure 1.1, and is one of the 

least developed districts. It has common boundaries with Afghanistan to the north 

and west, with the Northern Areas of Pakistan to the east, and with the districts of 
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FIGURE 2.1 
Map of Chitral showing AKES schools in four regions (tehsils) 
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FIGURE 2.2 Map of Chitral showing highest participation of girls where AKES has opened schools 
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Dir and Swat to the south (see Figure 2.1). It is surrounded by 15,000 to 25,000 feet 

high ranges of the Hindu Kush and Karakoram mountains and is separated from the 

rest of the country by the Hindu Raj range, the only road routes into Chitral being 

through passes at heights of over 10,000 feet. 

Chitral district is extremely rugged and mountainous, with narrow valleys 

through which run rapid and turbulent rivers. It is situated on the mighty range of the 

Hindu Kush whose numerous offshoots form one of the most lofty tracts of country 

on the surface of the globe. In this sea of mountains one finds more than forty peaks 

over 20,000 feet high. The high glacier-bound valleys which abound, gradually give 

way to barren hillsides of rocky cliffs. These geographical features make Chitral one 

of the least developed part of the NWFP. The valley and its people remain cut off 

from the outside world and from valley to valley for five to six months of the year 

and during this period the only means of entering or leaving Chitral is by air and 

unfortunately the flights are often cancelled due to poor weather conditions. Medical 

facilities in most villages are totally lacking whilst in the rest they are almost non- 

existent. The temperature can go down to -10 degrees Centigrade, and the only 

heating which can be provided is by log fires. Due to the conditions, sometimes it is 

difficult to provide heating, so in winter each child is asked to bring a stick to school, 

to contribute to the log fire which keeps the classroom warm. 

Until July 1969 when it was merged with Pakistan, Chitral was an 

independent kingdom ruled over by a prince. The district is situated between 

longitude 71' 30' E and 74' E and latitudes 35' N and 37' N covering an area of 

14850 square kilometres. It has six administrative regions which are called 'Tehsils'. 

The total population according to the 1981 census is 208,560 and the density of 

population is about 14 persons per square kilometre. 

The nature of the environment and the cultural traits formed over centuries, 

based on isolation and self sufficiency have resulted in a rather traditional way of life 

led by most Chitralis even today. The practised religion and traditional customs 

assign strictly separate roles to men and women in society, whereby males dominate 

public life and females have greater responsibilities inside the family. It is necessary 

to understand the status of women in Chitral because AKES has only female schools 

and the females who come to these schools are from a very depressed and 

psychologically handicapped background. Girls are not allowed to do physical 
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education because it is considered to be 'dancing', which is deemed an immoral 

activity, neither can they laugh, speak loudly, answer back or argue with a male. 
2.2.3. STATUS OF WOMEN IN CHITRAL 

A true picture of a rural female's dilemma is given by Islam: 

"Chained by culture, ignorance, fear, poverty. She is not a wife nor a woman, 
but a slave. Hard and continuous labour with always the last portion of 
food. She cannot afford to fall sick. A slave unable to work is discarded 
and this would be her fate as well. Divorced she is not accepted by her 
parents to whom she would only be another mouth to be fed and a disgrace, 
neither can she find employment to support herself. " 

ISLAM 1977, preface 
In almost every walk of life the status of women is not equal to men. Men are 

their masters because the communities have lived in isolation for many centuries and 

enlightened attitudes have hardly reached such outlying settlements. They do not 
know what is happening in the world outside their mountains. Communications in 

the form of television and newspapers are almost non existent in many valleys. The 

women are dehumanised and exercise little control over either themselves or matters 

affecting their well-being. They are treated as chattels rather than as self-reliant and 

independent human beings. There is a history of institutionalised female 

subordination based on local customs rather than on Quranic concepts. A woman is 

expected to function within three obediences: before marriage obey her father and 

brother, after marriage she should obey her husband and his family, and after her 

husband dies then she is expected to obey her sons. Hasan says: 

"Rural female is sucked into the grind of rural economy very early in life with 
relatively clear demarcation of her responsibilities and goes through her life 
cycle without having the time or the ability to see how she can improve her 
lot. " 

HASAN undated 

The root cause of most of these problems is a lack of knowledge, with illiteracy 

making a major, adverse contribution. 

These illiterate, undernourished, poor, dependent, depressed and 

psychologically handicapped women nevertheless have the task of training the future 

generation. The development of Chitral will be handicapped as long as women 

remain second class citizens, uneducated, denied a decision making role, married 

young and producing a large family (World Bank Report 1990). Particularly in their 

role as mothers, education can provide them with skills and knowledge to develop 

the next generation of Chitral on whose shoulders rests the future of Chitral. The 
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Ismaili Muslim spiritual leader, Sir Sultan Mohammad Shah has a slogan "Educate 

the woman, Educate the nation" which acknowledges a woman's influential position 
in helping her children to develop their potential. 

Because of a lack of political will and a lack of funding, Chitral failed to 

provide education for boys and girls until recent times. Formal education came late 

and remained for a long time the privilege of boys. The Government opened the first 

primary schools for boys in Chitral in 1960. Not surprisingly the overall literacy rate 
is a low 13% but for the female population it is even lower at only 2%. AKESP 

started a network for female schools in these isolated valleys in 1980. 

2.3. FBTDP IN CHITRAL 

In order to fulfil its mission of imparting knowledge, skills and essential 

spiritual wisdom to students, AKESP depends on highly motivated, well qualified and 

dedicated teachers. In Pakistan this resource is scarce (Jamal 1989) but the situation 

in Chitral is critical. An often mentioned slogan in AKES is "Improve the teachers 

and improve the system". AKESP believes that the quality of education can only be 

improved if the teachers' resources, commitment and trust can be developed by 

continuous guidance and training to keep abreast of current knowledge and methods. 

Hence teacher development is one of the top priorities in AKESP and a number of 

different avenues have been utilised by AKESP in recent years (e. g. FBTDP in the 

rural north and the School Improvement Programme (SIP) in the urban south). 

The recruitment of teachers is one of the greatest problems facing AKES in 

Chitral. Because of the low literacy rate in the area, those who have been educated 

tend to leave and get better jobs. As the literacy rate is less than 2% for females, 

there is a woeful lack of female teachers. The only people who are readily available 

are old retired army people, those who could not other-wise get a job, and those who 

have matriculated but have not been trained. The FBTDP was initiated in Chitral 

after completing a six year experimental development period in the Northern Areas as 

an attempt to improve the supply of suitably qualified teachers. Prior to this 

initiative, there was only the limited training capacities of the Government 

Elementary Teacher Training college in Chitral, which trains males only. It was 

impossible to accelerate the supply of qualified teachers for the increasing number of 

pupils in primary schools. It was realised by AKESP that the existing training had a 

very limited effect because it involved taking the teachers away from the actual area 
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of work and only a limited number were being trained. In order to make training 
both available and meaningful to the teachers, FBTDP was designed as a joint 

venture of the Government of Pakistan and AKES who both run primary schools in 

this area. This was launched on an experimental basis in 1984 for 3 years in the 

Northern Areas and due to its success the programme was extended to 1990 and also 
introduced in Chitral in 1988. The FBTDP is an in-service one year school focused 

programme, preparing the participants for the Government Primary Teaching 

Certificate (PTC) in a different way from the training provided by the elementary 

teacher training colleges run by the Government 
. The key differences between the 

FBTDP and Government training for the certificate is shown in Figure 2.3. 

FIGURE 2.3 

DIFFERENCES BETWEEN THE FBTDP AND GOVERNMENT 
PROGRAMME FOR THE P. T. C. 

FBTDP GOVERNMENT TRAINING 
PROGRAMME 

Concentrated teaching practice under the One month teaching practice towards 
supervision and guidance of a Master the end of the year, with more 
Trainer throughout the year, side by side concentration on non teaching 
with non teaching subjects . subjects. 

'Takes place in an ordinary school Takes place in a college environment. 
environment. 

Trainees take over the whole teaching Trainees teach a few lessons in 
load in all subjects. subjects which they have selected. 

Trainees are given free manuals, a Trainees themselves bear the expenses 
reasonable amount of money to make of accommodation, teaching material, 
teaching aids, free stationery, free manuals and incidental costs. The 
residence or an allowance, and often the Government only provide infra 
services of a cook (usually trainees live structure. 
together). 

In-service training. It can be in service or pre-service. 

Centres move every year to new Centres are permanent. 
locations. 

Every centre has adequate books, Centres contain libraries which hold 

resources, materials and maps for only a few books. No other teaching 
reference. materials are available. 
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Similarities in the alternative programmes are as follows: 

1. Both programmes have to follow the government PTC curriculum and 
Govemment prescribed text books. 

2. The trainees from both systems take the same government examination. 
3. Both sets of trainees get the same certificate (PTC) on passing the examination. 

The basic differences between the two approaches are in their processes and 

objectives. To get a clear picture of the FBTDP it is necessary to know its 

objectives, methodological principles, and structure. 

2.3.1. OBJECTIVES OF FBTDP 

Planning papers prepared by AKES in October 1990 and November 1991 

clearly state the objectives for the FBTDP in Chitral. It is not clear whether the 

objectives are ranked in importance, however the promotion of female teachers 

through better qualifications for teaching is at the top of the list. Basic objectives are 

as follows: 

1. To promote the access of females to teaching as a career via FBTDP. 

2. To encourage the development of local curriculum materials and teaching aids by 

the teachers. 

3. To enable teachers to impart meaningful education "related to the world of work". 

4. To expedite the process of improvement of the overall quality of school 

instruction. 

2.3.2. BASIC TEACHING PRINCIPLES OF FBTDP 

The basic teaching principles of the FBTDP can be summarised as follows: 

"Every lesson must be prepared in advance, have clear objectives, be taught in 
steps, use a variety of teaching methods, develop basic skills, and use the 
local environment. Every child must be involved in the teaching/leaming 
process with the teacher moving amongst the students during this process. 
Physical punishment must not given. " 

BUDE 1993 and AKESP 1991 

AKES encourages the Master Trainers to take into account all the above 

methodological principles when providing training. They are also expected to 

provide training which is "related to the world of work" (objective 3 above) i. e. 

training of managing and teaching multigrade classes but this implication was never 

clearly written down or spelt out to the Master Trainers (MTs) and consequently they 

do not take it into account. The assumption is that applying these ideas not only 

benefits the teachers under training but also the pupils in the schools serving as 
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centres. It is further hoped that those teachers who remain in the centre after they 
have passed the examination will continue to teach in the ways in which they were 
trained, and perhaps even encourage other teachers who are not yet acquainted with 
FBTDP methods to follow the same line of classroom teaching. 

2.3.3. STRUCTURE OF THE FBTDP 

2.3.3.1. Location 

The programme uses on-the-job training for untrained teachers and takes 

place in a primary or middle school. The schools used must fulfil two criteria: there 

are a number of unqualified teachers already teaching at the school, and there must be 

at least five separate classrooms. It is a mobile training arrangement with the centres 

moving each year to another area where the need is greatest. Unfortunately, due to 

the limited availability of suitable school buildings from 1989 to 1992, centres have 

been located three times at both Ovirick and Booni. 

2.3.3.2. Posting of Teachers at the School 

After the potential candidates have passed the entrance test for training, 

qualified teachers at the designated FBTDP training centres are posted to other 

schools, often trading places with unqualified teachers entering the training 

programme. A total of ten unqualified teachers, two for each class are posted for 

training to each centre. 

2.3.3.3. Learning on-the-Job 

The ten trainee teachers teach throughout the school year, teaching three 

classes and observing three classes each day. They teach in pairs in five classes and 

change classes each month. In this way each pair gains experience in teaching at all 

primary levels. The school year is broken down into an organised scheme of work 

for each subject and for each class. 

2.3.3.4. The Master Trainer and Assistant Master Trainer 

The head teacher and his deputy are known as the Master Trainer (MT) and 

Assistant Master Trainer (AMT) respectively. MTs and AMTs are selected by the 

project team for their teaching and administrative abilities and are given training 

before being posted to the FBTDP centres. This training is basically administrative in 

nature. MTs are very senior high school teachers who have never taught in primary 

schools but the project team claimed that they were specially instructed by the 

FBTDP project to become familiar with the main ideas and methodological principles 
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of FBTDP. In addition to their counselling on teaching methods, MTs coach, lecture 

and explain the so called 'non school' subjects, such as the principles of education, 
child development, school administration, health and physical education, and arts and 
crafts. 

The FBTDP programme management insisted that the MTs should have 

attained the level of Bachelor of Arts and Education and the AmTs should have 

matriculation plus the PTC. In practice this meant that some Aga Khan training 

centres had to borrow MTs from Government Schools. 

2.3.3.5. Model lessons by the MTs and AMTs 

At the beginning of the training, the MT gives a specified number of 
demonstration lessons, taken from the text book to acquaint trainees with the 

principles of the FBTDP. 

2.3.3.6. Lesson Observation by the MTs and AMTs 

The MTs and AMTs spend each day observing the trainee teachers, they 

move from class to class, taking notes on the trainees and intervening where 

necessary to demonstrate a teaching technique or assist with specific points of 

content. 

2.3.3.7. After School Sessions 

The MTs and AMTs work with the teachers in after-school sessions on two 

topics. Firstly they review all lessons for an hour and half, making observations on 
individual lessons and how these might be improved, encouraging group discussion 

during these sessions and trainee pairs critique each other. The second aspect of the 

after school sessions is work on non-teaching subjects required for the PTC. 

2.3.3.8. Teaching Manuals 

To assist trainees in their preparations for the examination as well as in their 

planning of teaching, special manuals were written on all the subjects appearing in the 

PTC examination. The preface to each manual mentions two main objectives: 

"preparing the trainees for their written PTC examinations (and) providing 
practical guidance to trainees on how to give lessons in classes one to five. " 

2.3.3.9 Science Manual 

The manual is divided into two parts. Part I consists of an introduction that 

highlights the most important content areas probably to be tested in the exam. Part 2 

contains several lesson units planned with a common format and corresponding with 

the lesson units in the subject textbooks. 
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2.3.3.10. Rotation of Trainees among Classes 

The pairing of the teachers and their allocation to a given class are changed at 

regular intervals so that by the end of the school year each trainee has had experience 

of teaching all five class levels and of being observed and critiqued by different 

colleagues. 
2.3.3.11. PTC Examination 

At the end of the school year the trainees sit the Government PTC exam as 

private candidates. When they pass the exam they are awarded the government 

certificate. 

This was the theoretical framework of the FBTDP but what is actually 

happening will be discussed in Chapter V. It is also necessary to be aware of the 

main features of PTC science and national primary science curricula. 

2.4. PTC SCIENCE CURRICULUM 

The PTC revised curriculum (1976) for the effective implementation of the 

Education Policy emphasises the identification of objectives, course construction and 

lesson planning, the use of equipment and indigenous resources with particular 

emphasis on the national teaching kits, and encourages a system of evaluation which 

relies almost exclusively upon continuous assessment. The PTC curriculum 

highlights the following areas to be concentrated on by the teachers during their 

teaching practice: 

For the teaching/leaming process, readiness, learning by doing, interest, 

motivation, participation, and reinforcement should be involved. 

" For effective teaching, the understanding of the child, knowledge of the 
subject matter, commitment to the profession, use of audio visual aids, 
use of physical facilities and use of community should be involved. 

" Use of a variety of teaching methods including the play way method, 
activity method, project method, unit method, and the problem solving 
method. 

"A variety of teaching techniques should be employed including the 
question/answer method, meaningful drill, role playing, group discussion, 
dramatisation, story-telling, and field trips. 

" Lesson planning should include the determination of objectives, 
preparation of subject matter, use of audio visual aids, introduction 

presentation, recapitulation and evaluation. 
PTC CURRICULUM 1976 
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2.5. IMPORTANT FEATURES OF THE NATIONAL SCIENCE 
CURRICULUM 

The Education Policy of 1970-80 has given a stimulus to shift the emphasis 
from theoretical to practical studies. A selection of concepts relevant to the physical 

and biological environment of the children has been made to promote development of 

cognitive, affective and psycho-motor aspects of the personality of the child instead 

of emphasis on the learning of facts. 

The Elementary Science Curriculum (ESC) for primary science contains the 

following: 

"In short the teaching of science should be based on the establishment of 
processes. It is the process of observing, investigation, exploring, analysing, 
measuring, reacting that can bring the science knowledge necessary for 
living positively in this world of science and technology. " 

ELEMENTARY SCIENCE CURRICULUM 1973 

The curriculum is based on the belief of Piaget that the goal in education is 

not to increase the amount of knowledge but to create the possibilities for a child to 

investigate. 

2.6. COMMON FEATURES OF THE FBTDP, PTC, ESC DOCUMENTS 

These documents stress the four basic principles of trainees' conduct in the 

classroom: lesson planning; a variety of teaching methods to develop the skills and 

knowledge of the child; use of the local environment; and involvement of the child in 

the teaching leaming process. The use of these principles in the daily teaching 

situation is the subject of this study. 
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CHAPTER III: REVIEW OF THE LITERATURE 

3.0. INTRODUCTION 

"The innovatory program FBTDP is designed to achieve two major aims. 
Firstly, to develop teachers professionally and empower them in terms of 
knowledge, skills and attitude to the real life teaching learning situations by 
means of a change agent (the Master Trainer) who will enable them to 
manage their working environment and improve the quality of the teaching 
climate. Secondly, to develop collegiality among the teachers, to encourage 
group problem solving, and to transfer working solutions to the job on a 
regular basis in order to reduce dependency on outsiders. " 

PROJECT OFFICER 1992, September 

This chapter explores a literature review on the areas which are indicated in 

the Project Officer's letter to the Chitral Manager. These areas are innovation and 

the reasons for its success or failure. It will be argued that INSET, particularly in 

concert with collegiality, can stimulate professional development. The empowerment 

of teachers can bring a change to the classroom climate and practice leading to higher 

student achievement. The working environment is an environment where the teacher 

is involved with multigrade classes so teaching methods and methods of multigrade 

teaching will be reviewed in the light of the literature and research studies. 

3.1. INNOVATION 

As this study is based on an innovatory programme (FBTDP), the reasons for 

success or failure in innovation projects is directly relevant. In society, calls for 

change in the classroom come from all sides, but they are usually expressed in 

remarkably similar terms, with a demand for more than the acquisition of basic skills 

and the memorisation of curriculum content. For example Wideen comments: 

"While change in society has become commonplace, the schools remain much 
as they always were, despite huge efforts the educational establishment at all 
levels has shown a remarkable inability to implement and maintain more 
effective ways of teaching or to create school settings that are productive 
and exciting learning environments for school". 

WIDEEN 1987: 1 

Similar concerns are raised by Rosario (1986: 35), and Tangerud and Wallin 

(1986: 45). They all argue that although efforts are being made to bring about change 

in schools, the efforts are usually not effective. They call for innovatory approaches 

by which change can be brought to the school climate, and students' and teachers' 

beliefs, knowledge, skills and professional growth. 
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Innovation should be planned, a systematic process, and the result of 

continuous re-appraisal and improvement of existing practices. According to CERI: 

"We understand innovation to mean those attempts at change in an 
educational system which are consciously and purposefully directed with the 
aim of improving the present system. Innovation is not necessarily 
something new but it is something better and can be demonstrated as such. " 

CERI 1969: 13 
There is also a more cynical view that change and innovation is just a renaming of 

parts, for example Miles (1964: 14) refers to a 're-combination of parts'. Owen 

(1973) rejects the notion that an innovation can be merely a re-arrangement of old 

constituent parts and looks for essential newness. Noel (1974: 29) sees innovation as 

a change but with the intention of promoting improvements. A significant 

contribution to this debate is made by Rogers and Shoemaker: 

"An innovation is an idea, practice or object perceived as new by an 
individual. " 

ROGERS & SHOEMAKIFR 1971 

The literature abounds with varied and sometimes conflicting definitions, but 

there appears to be general agreement about three aspects of innovation: first, that it 

is fundamental in nature; second, that it is deliberate and planned; and third, that there 

is intention of improvement. 

Bishop (1986) says that educational innovation must be deliberately planned 

and rationally organised. If the innovation is some ad hoc process, a pragmatic, 

haphazard affair, conjured up by well intentioned administrators, not preceded or 

accompanied by careful research, not based on adequate expertise, then its chance of 

success is slim and even when this occurs it is likely to be late. 

Innovation is always a risky affair. The effective planner minimises the risk 

not only by anticipating as many future events as possible, but also by providing 'fail 

safe' mechanisms to cover unforeseen events and in this way help avert any potential 

disasters. 

Bishop argues that four elements are important: the process of innovation 

itself, the user system, the change agent and time. 

3.1.1. THE PROCESS OF INNOVATION 

Havelock and Huberman write: 

"Many innovations fail because innovators fail to appreciate the process of 
innovation. " 

HAVELOCK and HUBERMAN (1986) 
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The process of implementation of an innovation is crucial because it involves a 

change in practice in the classroom. Problems arise in many cases because the 
implementors and teachers do not know which aspects of current practice should be 

altered, and how and why (Fullan and Stiegelbauer 1991). Fullan identifies at least 

three components at stake in implementing any new innovation: the possible use of 

revised materials; new teaching approaches; and the possible alteration of beliefs. 

These three component are present in FBTDP documentation, and are discussed in 

Chapters V and VI. Not only must these components be present, they must also be 

appropriate for the task in hand, since the aim of innovation is to achieve discernible 

positive change. But as Charters and Jones caution: 
"If we do not pay careful attention to whether change in practice has actually 

occurred, we run the risk of appraising no events. " 
CHARTERS and JONES 1973 

There are many factors that interact and affect the process of educational change. 
Clark et al (1984), Fullan (1985), and Firestone and Corbett (1987) argue that for the 

implementation of innovation the uniqueness of the individual setting is a critical 

factor. Research in the 1970s and 1980s illustrated that there are no hard and fast 

rules which can apply to all settings. Research findings on the change process can be 

used less as an instrument of application and more as a means of helping practitioners 

and planners make sense of planning and implementation strategies, and monitoring 

(Fullan and Stiegelbauer 1991: 47). The writer will argue from her experience as a 

teacher, head teacher, and teacher trainer that innovation is possible in the classroom 

because factors facilitating improvement are neither so esoteric, unusual or expensive 

that they are beyond the grasp of any ordinary school. Similar sentiments are also 

expressed by (Clark et al. 1984: 59-66). 

Most researchers are agreed on the three broad phases to the change process, 

i. e. initiation, implementation and continuation, but Fullan and Stiegelbauer (1991) 

add a further phase, that of outcomes, to provide a more complete overview of the 

change process. 

Fullan and Park (1981), Hall and Loucks (1977) argue that change is a 

process, not an event, and that energy must be expended not only on planning or 

passing a piece of legislation but also on the subsequent activities. In Pakistan, in the 

opinion of the writer, this is the basic reason for the failure of most innovatory 

projects. Plans are made and handed over to the implementors without any 
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explanation of the underlying objectives and reasons for the innovation - and the job 

is considered to be done. It is not surprising that the result is failure of the innovation 

and a waste of scarce resources. 
There are number of studies that provide clear descriptions of the main 

themes in successful innovations at the school level (Louis and Miles 1990, Marsh 

1988, Wilson and Corcoran 1988). Louis and Miles (1990) identify five major fully 

developed conceptualised themes for bringing change and improvement in the 

classroom or school: vision building, evolutionary planning and monitoring and 

problem coping, initiative taking and empowerment, staff development, and resources 

assistance. Fullan and Stiegelbauer (1991: 81) add the further theme of restructuring 

arguing that altering the organisational arrangement and roles in school is essential to 

reform. The writer considers that a seventh theme is relevant, namely that of the 

readiness or understanding of the culture where innovation is to take place. The 

importance of the existing culture of the teachers to accommodate, absorb or reject 

innovation that is at odds with the dominant structures and values that hold habits in 

place, is generally underestimated. The literature shows how novel features of 

innovation can be blunted in an effort to fit them into established patterns of practice 

(Goodlad et al 1970: 72). While some individual schools have managed to transform 

themselves, there seems little evidence of initiatives surviving that have successfully 

challenged the existing framework of values and teaching styles. Innovations which 

do not take account of school cultures seem to make changes in appearance rather 

than in depth (Tangerud and Wallin 1986: 45) or may simply rearrange the technical 

surface of the classroom (Popkewitz et al 1982: 21) and are simply recycled and 

repackaged forms of the existing rationality (Giroux 1981: 150). 

3.1.2. WHY EDUCATIONAL INNOVATIONS FAIL 

Runkel shows his concern about the rate of failure of innovations when he says: 

"When we speak of an innovative school, we mean one that tries one new 
thing after another without making any of them work. " 

RUNKEL 1984 

Sarason (1971: 41-42) pinpoints some errors that were made when 

introducing innovation (new mathematics) in the USA. He reports that there was 

little sensitivity to the plight of the teachers, they were being asked to learn 

procedures, vocabulary and concepts that were not only new but also likely to 

conflict with their academic attitudes and ways of thinking. The implementors gave 
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no thought to the plight of the teachers who were being required to unlearn previous 
techniques and to acquire new ones. Gross et al (197 1) give an example of the 
Cambire school in New York, where innovation failed despite the fact that external 

conditions were very favourable, because teachers were not given a clear 

understanding of what was expected of them in their new role and they were not 

given the necessary skills, attitude, values and perspectives to carry out their new 

role. Adams and Chin (198 1) point out that at least 70% of educational innovations 

die before they achieve their stated purpose. Havelock and Huberman (1977: 229) 

say that many of the educational innovations in developing countries fail because of 

the lack of involvement of the user system. Marris (1975: 121) and Schon (1971) say 

that any innovation cannot be assimilated unless its meaning is shared. Aoki et al 
(1977), Charters and Pellegrin (1973), Huberman and Miles (1984), Mortimore et al 
(1988), and Fullan and Stiegelbauer (1991) raise the problem of clarity of objectives 

which can be a cause of failure. The main lesson to be learnt from these examples is 

that the task of managing an educational innovation does not end with the decision to 

introduce an innovation. The entire process of innovation should be carefully shared, 

supervised and monitored. 
There is some evidence to suggest that attempts by teachers, and change 

agents have not always been successful in spite of considerable innovative activity 

(Tomlinson 1978, Nicholls 1979). Observers offer several reasons for the failures. 

Some believe that knowledge of planned organisational change is limited (Miles 

1964, Bennis1966, CERI 1973), others believe (including the writer) that there is 

insufficient knowledge of the implementation of innovation (Hoyle 1970, Gross at a] 

1971), a lack of attention about the process of innovation (McLaughlin 1976, 

Nicholls 1979), and non involvement of the users and implementors in the planning 

process. 

The ACPO rural education project in Colombia which has survived and 

flowered for over 30 years and the School Improvement Programme (SIP) in Sind, 

Pakistan can be considered to be successful innovations. ACPO is documented by 

Bishop (1986: 38), who identifies the reasons for success as: relevant to the user, has 

some advantages over their existing practice, is feasible, compatible with the practice, 

values characteristics of the user system posing no threat, benefits attach to the 

innovation, flexibility, and adaptable. Similar factors are documented for the success 

of SIP by Davies (1989) and Heneveld and Hasan (1989), who identify the additional 
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factors of ownership by the users, and sharing the innovation with the users at all 
levels from planning to evaluation of the innovation. 

3.1.3. USERS OF INNOVATION 

With innovation in the field of teacher development, the users are teachers 

who are the target of the change agents9 planning (Bishop 1986: 3). If change is 

perceived as a denial of a teacher's professional past, then their investment in a 

change programme will be minimal. They must be treated as partners in the planning 

of change and they must feel as individuals and as members of a working group, that 

they own and are in control of the problem of change. Dialogue within working 

groups is crucial, not as a matter of empty courtesy or ritualistic adherence to some 

vague democratic ethos (Sarason 1982: 217), but to involve people in the logic of 

planned change. Any attempt to create an environment for fundamental change in 

schools will need to bring about an increase in opportunities for collaborative 

planning and lengthen the amount of time available for professional discussion. 

(Joyce et al 1983: 69, Heneveld and Hasan 1989, Marris 1975: 16). 

Initiators of innovation are often unclear about what teachers want for their 

children and how it can best be fitted into the innovation process. Teachers say that 

they learn best from other teachers (SIP 1989), but research shows that this rarely 

occurs in practice in the educational innovation process. They interact infrequently 

(Lortie 1975) and even this interaction is not focused towards their teaching/ learning 

discussion, although when teachers and teacher trainers are trained properly, the 

former can be very effective in working with other teachers (Stallings 1989). 

Lortie (1975: 79) found that most teacher training programmes do not equip 

teachers for the realities of the classroom, nor could it be expected to do so in the 

light of the abruptness of the transition. Partly because of the physical isolation and 

partly because of norms of not sharing, observing and discussing each other's work, 

teachers do not develop a common culture. Lortie argues that the lack of a technical 

culture, an analytic orientation or a serious sharing and reflection among teachers 

creates ambiguity and ad hocness. The writer believes that sharing at all levels is a 

crucial factor in any educational innovation. Sharing assists the understanding of the 

whole process, with the monitoring and evaluation of an individual's performance, to 

get the benefits of other's experiences for the improvement of the individual's task, to 

gain the ownership of the innovation, to build confidence, to change beliefs, and to 
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assist in the resolution of practical problems about real classroom teaching and 

learning situations on a collegial platform. 
Rosenholtz (1989) provides a description of the collaborating work culture of 

the thirteen 'moving' or 'learning enriched' work environments in her study. The 

following figure contains a summary of the main school based elements associated 

with successful schools in Rosenholtz's research and is adapted from Fullan and 

Stiegelbauer (1991). Similar themes are also raised by Mortimore et al (1988), Louis 

and Miles (1990), and Wilson and Corcoran (198 8). 

Nias (1989) concludes from her study of school cultures in England: 

"Teachers are happiest in a social environment characterised by mutual 
dependence in which "sharing" is the norm and individuals do not feel 

ashamed to admit to failure or a sense of inadequacy ..... relationships 
between staff who can and do help each other, set one another high but 

attainable standards for professional performance ..... are characterised by: 

personal accessibility; plenty of opportunity for discussion; laughter; praise 
and recognition. " 

NIAS 1989: 152-53 

The more teachers can interact concerning their own practices, the more they will be 

able to bring about improvement that they themselves identify as necessary. 

Increasing interaction and sharing among the teachers must be carefully 

controlled by the change agent, otherwise the micro political element can have a 

negative impact on the innovation. Joint work involves deeper forms of interaction 

such as joint planning observation and experimentation. Collegiality and professional 

development will be further explored under its own heading. 

3.1.4. CHANGE AGENT 

The master trainer, advisory teacher, head teacher, mentor, and learning 

supervisor come under the umbrella term of 'change agent'. The writer considers the 
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master trainer as a change agent because the success of innovation in teacher training 

depends on the skills, knowledge and attitude to bring about change in the teachers. 

The change agent is the backbone in the implementation process of any innovation 

and the role is as a co-ordinator between the teachers and the planner. If the change 

agent is not trained for this role then the programme is likely to fail. This lack of 

training is a common cause of failure with innovations. 

The change agent is a person who brings innovation and whose principal tasks 

are to change attitudes, to teach new skills, to groom the potentials which the users 

have, and to provide a platform for collegial work and professional development. In 

addition the change agent must have power to initiate the changes, authority to 

control the implementation, freedom to experiment and in general the change agent is 

creative, thoughtful and situation analytical. Bolarn et al (1975) say that a most 

important characteristic of the change agent as far as innovation is concerned is their 

authority relationship with the user system. Patterson et al (1986) and Leithwood 

and Jantzi (1990) when discussing the vision building role of the change agent, 

emphasise that the change agent must be empowered but willing to share this power 

with the users, and provide a joint platform where users make plans, discuss 

educational issues, and work on curriculum development jointly. This sharing 

between change agents and users will not only help the users to grow professionally 

but also helps the change agent to create a learning culture in the schools. Joyce and 

Showers say: 

"Slack time makes room for formal planning, meeting initial training in new 
techniques, teachers to talk with one another about both routine and unusual 
problems. " 

JOYCE and SHOWERS (1982) 

Clark et al (1984) are also in favour of giving some slack time for the innovators, 

indeed they say that the availability of slack time for new ventures is an identifying 

characteristic of instructionally effective schools. 

Clark et al (1984), Fullan and Stiegelbauer (1991) and Louis and Miles 

(1990) discuss how change agents should empower the teachers, assuming that the 

change agents themselves have been empowered. These western oriented researchers 

and the literature make the assumption that a change agent will have the power (in 

the form of knowledge, skills, support, resources and decision making) to become 

effective, but this culturally biased view certainly does not pertain in the case of 

Pakistan and particularly in this study. 
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In short the change agent's principal job is to bring innovation for the 

improvement of the organisation and help the innovation process to achieve its 

objectives. A clear message linking the change agent and innovation is given by 

Arends: 

4 6change efforts need active principal support. " 
ARENDS 1982 

A variety of studies support this position (Berman & McLaughlin 1977, Hall & Hord 

1984 and Huberman 198 1). 

In Pakistan the education system generally is highly centralised, autocratic, 
bureaucratic and based on acceptance. The change agents (principal, head, master 

trainer) are powerless, they do whatever they are told by the education authority and 
have very little freedom to take decisions about their school, staff, pupils or 

curriculum. In this environment, innovation is not to be expected and the change 

agent conforms in this respect as in every other. On one hand there are criticisms 

that schools have failed to respond to the changes which are occurring in everyday 

life and the change agent is charged with this ineffective functioning of the school, yet 

on the other hand the change agents do not acknowledge that they should be the 

instigators of change. There is a need for the change agent to work more effectively, 

to take risks and to bring innovation in teaching styles, the learning environment and 

in curriculum development. Coombs (1969) notes that the old arrangements which 

had given good service in the past are simple no match for the new situation and this 

is reflected in the blossoming protests against quality deterioration. In Pakistan 

change agents are powerless, so they wait for instructions, their vision is very limited, 

they are not encouraged to innovate and see no need for change, and are quite 

satisfied with things as they stand. Because they do not share the whole process of 

innovation, particularly the vision, they do not realise the importance of their role and 

how they could make a valuable contribution to education. The writer did not meet 

any change agent who is involved in the purposeful task described by Mortimore et al 

(1988). The change agent is described as being involved in all aspect of the school's 

work, exerting influence over staff and students, offering opportunities to involve 

staff in discussion on curriculum development, receiving forecasts of teacher's work 

plans, monitoring performance through individual records kept by the teacher, 

emphasising praise and reward rather than punishment, encouraging INSET and 

attendance for good reasons and involving the teachers in decision making. 
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Mortimore's advice cannot work if decisions which affect the school are not taken by 

the change agent. 
The role of master trainers is seen as that of a supervisor or mentor, 

supporting the trainees and encouraging them to see the links between theory and 

practice. They can be seen as a guide and support to others who are finding their 

way into the profession (Watson and Jaworski 1992: 3), or a person who can help 

fellow teachers in developing their teaching skills, competencies and transmit the 

necessary values and skills (AKES 1990). 

But the experience of this role is that under the present education system the 

supervision and support of teachers has almost collapsed. Problems include the lack 

of a clear definition of the job from top management, wrong perceptions of the term, 

multifarious engagement (Bhatti et al 1986: 156) lack of skills of suitable supervisors 

and mentoring (Ali 1992: 27), inadequate training of the master trainers, lack of 

accountability, and lack of professional growth of master trainers (Nauman 1989: 27). 

A number of studies including the Pakistan Educational Journal (1990: 10), Nauman 

(1989: 34), and APEID (1986: 9) indicate that poor and inadequate supervision and 

ineffective training are the major causes of failure of the supervisory system. The 

writer feels that one of the major causes of the failure of the master trainer 

supervisory system in the change is the non empowerment of the master trainer in the 

innovation process. If the master trainer and users were involved in the planning 

process then they would have a greater feeling of involvement and desire to achieve 

the best that is possible. If however the aim is to make teachers more pliable in the 

hands of supervisors and administrators (Sergiovanni 1976: 21) then no real change 

in the focus of supervision need be attempted. The end result of such an approach 

could be greater alienation of those who are being manipulated. Innovation or 

changes in the educational system may be designed by individuals or very small 

groups, but when it comes to implementing such ideas more people are needed who 

can act as interpreters, to ensure the right application of innovative ideas at the grass 

root level. Jamal (1989: 15) advised the need to modify the master trainer system and 

to empower them. On one hand society's expectation from the change agents are as 

Stego states: 

"The basic assumption is that school leaders play an important role in the 
development of a healthy school. He (the principal) should in many ways be 

a change agent or at least a facilitator of change. " 
STEGO 1985 
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On the other hand the change agents (Master Trainers) are powerless, unskilled and 
lacking the knowledge of how to take on this role. Jamal (1989: 18), after reviewing 

the success of innovation in two schools in Karachi, says that the case study shows 

that the culture of schools which experienced successful innovation were creative 

with everyone co-operating and making a positive effort because they were involved 

and participating. The change agent not only empowered them with knowledge skills 

and resources but also empowered herself, monitoring her performance by self- 

evaluation, and monitored their performance which helped them to feel responsible 
for the success of the innovation. When the structure and ethos of the school 

encourage creativity and initiative, everyone can be involved in defining the corporate 

mission and in identifying ways to achieve it. The writer believes that the key reason 
for success was the focused attention on achievement of the identified aims. 

Jamal (1989) argues that factors contributing to a successful outcome include 

continuous monitoring, guidance support and evaluation from the change agent and 

the direct participation of the change agent and user representatives from the 

planning to the evaluation stage. This participation created a team of change agents 

who were then able to help and train their colleagues on an on-going basis. The 

importance of gaining the participation of those affected by the innovation is noted by 

Berman and McLaughlin(1977). Gross et al (1971) and McLaughlin and Marsh 

(1978) support this view, further noting that participation helps to develop local 

capacity for implementation, that is people will acquire the knowledge and skills 

needed to change their behaviour. 

3.1.4.1. Empowerment 

The writer believes that for a successful innovation to be achieved the change 

agents must be empowered to do their job and share it with the users. The 

educational authorities should build a good relationship with them by valuing them, 

trusting them and assuring them of guidance, support and appreciation. The change 

agents must not only have the necessary authority, they must also be in a position so 

that they can make things happen. It is important that the change agents are trained 

in their role and that subsequently they have more power delegated to them in order 

to exercise these new skills. The change agents must be empowered in the following 

areas: 

1) Management and leadership skills 

2) Knowledge of the phases of innovation 
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3) Financial and decision making power 

4) Continuous support, monitoring, guidance and encouragement from their 

superiors. 

Empowerment is important for innovation and for the process of devolution to the 

teachers of the necessary knowledge, skills, decision making and access to resources 
(Qasirn 1991). This empowerment and its application helps to create a productive 

culture in the schools, helping to raise morale and motivation, to create a sense of 

belonging and commitment of the teachers towards themselves, students and the 

profession (Ali 1992). The school will change slowly and gradually from being rigid 

and jaded to being flexible and stimulating, where teachers understand their role, 

where human factors such as motivation, perception, discipline, communication and 

thinking are designated important in the acquisition of knowledge and where pupils 

are developed into highly functioning human beings. The atmosphere of change must 

also pervade the teacher/ pupils role. Jamal (1992) argues that all of this is 

achievable as he witnessed all these factors in his case studies. 

3.2. INSET FOR PROFESSIONAL DEVELOPMENT 

FBTDP is an INSET programme designed to encourage the professional 

development of teachers and to bring change to the classroom. Teachers ought to 

experience education that supports and assists their professional development 

throughout their working lives. Professional development will be strengthened by 

almost all activities undertaken by the teachers after they have started to teach. The 

prevailing view is that in service education should be closely and specifically aligned 

to the teachers professional development. 

It is necessary to be clear about the two terms 'INSET' and 'Professional 

Development' as both seek to develop teachers professionally. 

3.2.1. INSET 

Cane defines the term as follows: 

"In service training is taken to include all those courses and activities in which 
a serving teacher may participate for the purpose of extending his 

professional knowledge, interest or skill. Preparation for a degree, diploma 

or other qualification subsequent to initial training is included with this 
definition. 

CANE 1969: 10 

Cane writes about teachers' in-service training rather than their education. There are 

some educationalists who prefer to stress the concept of training in preference to that 

32 



of education on the grounds that the goals of education are diffuse and long term and 

thus inappropriate, whilst training has more readily identified short ten-n goals. When 

Henderson uses the term 'in-service training' he defines it as: 
"structured activities designed exclusively or primarily to improve 

professional performance" 
HENDERSON (1978: 12) 

He justifies his choice on the basis that training implies a more direct link between 

learning and action and is therefore easier to measure, the result of training being 

more readily usable in bringing about practical improvement. Hoyle (1980: 51) 

argues that in spite of a perennial debate about the relationship between theory and 

practice amongst educationalists, the more fundamental and radical questions about 

the relationship between knowledge and action have remained relatively unexplored. 

Perhaps one of the best approaches to the problem has been taken by Eliot Freidson 

in the profession of Medicine. He argues that there is in fact a considerable gap 

between expert knowledge and expert practice, making the distinction as follows: 

"However, such knowledge or expertise is extremely limited as a reality, it is 
locked up in books or heads, and as it is defined it has no link with the 
activities of consulting, treating, advising, or otherwise working at being an 
expert. The lack of equivalence between knowing and doing requires us to 
either redefine knowledge as that which knowledgeable people do or to 
distinguish knowledge as such and to analyse its relationship to what 
reputedly knowledgeable people do. " 

FREIDSON 1970 

Freidson warns about the assumptions often made about the relationships between 

knowledge and practice and this point is particularly relevant in the FBTDP where 

the emphasis is on a change in the delivery of education. Qasirn (1989) also raised 

the issue that knowledge and application of knowledge do not always go together. 

There is little doubt that there is a distinction between education and training, 

and the difference is not unimportant. Training is concerned with the acquisition of 

skills and techniques using standardised learning procedures and sequences. in 

contrast, the broader concept of in-service education is bound up with the notion of 

bringing about a teacher's professional, academic, and personal development through 

the provision of a whole series of study experiences and activities of which training 

should be related as but one aspect. Hence in-service training should not be 

considered as an alternative to in-service education but as a part of the total 

framework of in-service education. 
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That a close connection exists between the two is recognised, as is illustrated 

in official documents and other publication where increasingly the acronym INSET 

(IN Service Education and Training ) is used. INSET aims to widen and deepen 

teachers' knowledge understanding and expertise (including skills, techniques and 

power of judgement) in respect of their professional work by means of activities 
designed primarily to attain this purpose. Sparks (1984) considers that training 

activities help teachers to improve their teaching skills; Vaughan (1983) sees it as the 

vehicle by which recent research into teaching effectiveness can be used to make a 

difference in schools; while Wideen (1987) sees collaboration, mutual adaptation and 

collegiality as important ingredients of any INSET. 

It is argued that when teachers work together and collaborate to achieve 

certain academic aims in INSET activities, then professional development takes place 

and this was one of the expectations of the FBTDP. The trainees are accommodated 

in one house so that after school they will have a chance to work together. Before 

considering how collegiality develops professionality, it is necessary to understand 

the term 'professional development'. 

3.2.2. PROFESSIONAL DEVELOPMENT 

Hoyle (1980: 42) explains that professional development is the process by 

which teachers acquire the knowledge and skills essential to good professional 

practice at each stage in their career. Taylor (1980: 330) argues that any properly 

conceived definition of professional development must reckon with the fact that 

almost any experience that gives teachers fresh information about themselves in the 

world in which they live, that increases their understanding and enhances their 

judgement has a potential for contributing to the improvement of teaching and 

learning in schools. But professional development is regarded as an unquestionably 

desirable activity for the state to support (Hoyle 1980) and INSET is the major 

source for professional development by providing the opportunities for working 

together. 

The writer feels that professional development is not just a matter of 

arranging courses and conferences, designing school focused and school based 

activities, designing induction work, using simulation and micro-teaching and mini 

courses and all the other paraphernalia of contemporary teacher education at the right 

time and in the appropriate context. More important than all these things is the 

recognition that it is the prime responsibility of the teachers to make themselves 
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better educated persons (Taylor 1980: 337), to develop judgement and skills, and to 
keep in touch with ideas and innovations in their own field. What is needed therefore 
is professional development that is not simply based on more courses and 

conferences, but which takes into account the contributions to improved teaching 

that can be made by library and information services, newspapers, teacher centres, 

school based programmes and all those other self improving activities in which 
teachers can participate as an individual or in a group. 

The teacher participating in INSET is seen as an active learner and one who 

already possesses considerable talents and skills in the management of knowledge and 
learning the trainer's task. The challenge therefore is to construct activities which 

allow these to be identified, shared, practised and owned by the group. 
The writer will discuss an example from her experience as evidence to give 

support to the argument that collegial working relationship during the INSET 

activities will not only help to develop the teachers to grow professionally but also 

empower them in skills, knowledge and help them to change their beliefs. The main 

features and possible guidelines will be drawn from the model. 

3.2.3. FEATURES OF A SUCCESSFUL EDUCATIONAL INNOVATION IN AKES 

CALLED SIP 

AKES introduced the School Improvement Program (SIP) for teachers in the 

south and FBTDP for the teachers of the Northern Areas. SIP has been documented 

as a very successful programme which brought about a remarkable change in 

teachers' attitudes, skills and knowledge. The main reason for its success was that it 

developed a collegial relationship amongst the teachers on academic issues (Qasim et 

al 1991). This point was ignored in the FBTDP, even though it offered better 

opportunities for trainees to work together. 

SIP was pre-planned, systematic, bureaucratic and made an attempt to bring 

together teachers who previously had been working in isolation. This form of 

contrived collegiality (Hargreaves 1989: 19) in the initial implementing phase of SIP is 

what Grimmett and Crehan (1992) describe as 'organisationally imposedl. It was a 

top-down attempt at fostering bottom-up problem solving approaches to school 

improvement through careful manipulation. 

The major components were teacher training, the institution of a management 

structure, and an improvement in resources including the supply of books and 
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equipment. SIP organised a series of workshops for teachers on curriculum 
development, classroom management, classroom dynamics, assessment and 

evaluation, and school management. In these workshops not only the teachers but 

also other levels of management were present such as heads, managers, and academic 

advisors. 

The workshops involved teachers in group work, in designing teaching 

strategies, lesson planning, finding solutions to classroom teaching/ learning related 
issues, selecting or organising resources, problem solving, staff development and 

managing change. Previously teachers worked in total isolation from each other and 

the need for discussion or consultation was not even recognised. 

During the workshop a core of teachers was selected on the basis of their 

skills, knowledge and performance who then received further intensive training and in 

this way a self-reliant team was developed and dependency on foreign consultancy 

was avoided. These teachers provided support in a variety of ways: by providing 

guidelines and schemes of work; by leading discussion and organising study groups; 

by working alongside other teachers in class; and by team teaching. The workshops 

shifted teachers from 'restricted' to 'extended' professionals (Hoyle 1980: 49). In 

Hoyle's concepts 'restricted professionally' indicates thoughts and practices that are 

largely classroom based and focused on immediate concerns, and in the same context 

Nias (1989) uses the term 'bounded professionalism. 'Extended professionally ' on 

the other hand is concerned with locating classroom teaching in a broader educational 

context, comparing work with that of other teachers, evaluating their work 

systematically and collaborating with other teachers. Teaching is recognised to be a 

rational activity amenable to improvement on the basis of research and development. 

Direct outcomes of the SIP training courses were: the fostering of collegiality 

on both classroom related issues and broad academic issues; the embrace of co- 

operative decision making; provision of alternative avenues for the interactions of 

teachers during their training; ongoing monitoring, guidance and positive criticism; 

collaborative study, support and trust; and experience of team work, risk taking and 

the benefits of encouragement. The decision making process about classroom related 

issues became a bottom-up process rather than top-down, the responsibility for 

decision was shared by all tiers of authority, and approval by the managers showed 

trust in the professional judgement of teachers and heads. Comments to the writer 

from this group of teachers included the following: 
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"We are happy and proud that we created something of material benefit for 

students, which hardly happens at the primary school level in Pakistan. " 

"The benefits are that many brains are thinking about one problem and of 

course these are own brains, not those hiredfrom the top level. " 

"I could not imagine that we could create something ourselves because we 

always do what we are told, as obediently as possible. " 

SIP had all the elements needed for a successful educational innovation identified by 

Griffin (1987). The key components of collegiality mentioned by Blyth and Derricott 

(1977) namely consultation, communication, continuity, co-ordination and coherence 

were visible in the schools which practised collegiality. Better equipped schools and 

the use of experimental learning in training has led to a high level of acceptance of 

new methodologies thus minimising the reliance on external resources. The 

examination results of the students have improved and drop-out rates have fallen 

significantly. These are the benefits which the teachers see as a result of working 

together for the purpose of continuous improvement and of finding better ways of 

leaming. AKES regard the improved organisational climate as the most important 

outcome of SIP which has elevated the self-esteem and professionalism of the 

classroom teacher. Heneveld and Hasan say: 

"It is hopeful to see that under the right circumstances teachers will 
participate vigorously when they know their efforts are supported and 
respected and management systems exist to provide that support. " 

HENEVELD and HASAN 1989: 44 

In Pakistan, teachers are typically undervalued and regarded as robotic 

deliverers of education. They have been encouraged to do as they are told rather 

than explore alternatives in a collaborative way. Sometimes the educational planners 

recommend what others see as a 'quick fix' solution. This sort of change mentioned 

by Stake (1987), more often than not, results in the failure of the innovation. 

For the first time in the history of the education system in Pakistan a new 

approach of working together and training from top to bottom of the system, at the 

same time, has been attempted. Initially, contrived collegiality was introduced 

creating an environment in which teachers generated their own ways of helping each 

other, heads shared their power, and managers provided all sorts of support and 

encouragement. This approach proved remarkably successful, but its greatest benefit 

was that it fostered the development of true collegiality which not only provided a 
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climate for commitment and accountability but also raised the morale and 

professionalism at all levels in the organisation. 

If, as has been shown, teachers are capable of rapid change, then it would 

seem obvious that other institutions could easily adopt a similar strategy. The 

problem is that the present types of in-service education rarely offer teachers the 

opportunity to work together, to receive feedback, skills training, training in teaching 

strategies or curriculum training in ways that are functional or effective. If only other 

organisations can be tempted to 'take a taste' of SIP and see what effect it can have 

on their organisation, then some truly remarkable benefits are possible. But it takes 

courage, particularly to relinquish power that has been purposefully acquired in the 

promotion of a career. This point is made succinctly by Khan: 

"The 'Educational Gold' is hidden within the teacher, but the tragedy is that it 
remains hidden. It is never brought out and used. It is buried by the desire 
to earn more money as quickly as possible. It is smothered by the superficial 
satisfaction of improving one's status, and by the general corruption in 
society. 

KHAN 1974 

Collegiality is about accessing and using those gifts in the teachers that would 

otherwise remain unseen, unacknowledged and wasted. Collegiality is not only a 

process of the development of human resources it is also a process of revelation. 

One must be careful not to assume that increased interaction among teachers 

and collegiality will always automatically develop the teachers professionally. Little 

(1990) warns that there are many superficial examples of collaboration. She suggests 

that several forms of collegiality involving assistance, sharing, story telling etc. 

represent 'weak ties' and are likely to be inconsequential and have little impact on the 

teacher's professional growth. But the SIP model shows that if it is controlled and 

carefully directed towards a clear goal then it can be very useful in bringing about 

dramatic change and that it also has a great potential for fostering the professional 

growth of teachers. 

3.3. TEACHING SKILLS FOR EFFECTIVE TEACHING 

The main aim of an INSET programme such as the FBTDP is to develop 

teaching skills in the participants so that the quality and effectiveness of their teaching 

is enhanced. The essence of being an effective teacher lies in knowing what to do to 

foster pupils' learning and being able to do it across a range of subjects. The art of 
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successful teaching is thus crucially bound up with developing both decision making 

and action skills. 
Until the 1960s, research on effective teaching was largely dominated by 

attempts to identify the attributes of a teacher. Cassell (1978) asked 254 people 
including directors of education, teacher trainers, school teachers and pupils to write 
down the ten most important qualities of a good mature teacher and those most 
frequently quoted were (in order of frequency): personality and will, intelligence, 

sympathy and tact, open-mindedness and a sense of humour. Studies which 

attempted to relate teacher attributes to educational outcome have been labelled 

'black box' research (McNamara 1990), the point being that such research on 

effective teaching almost completely ignores what might be happening in the 

classroom. 

Since the 1960s research on effective teaching has focused on activities in the 

classroom, and in particular on the interaction between teacher and pupils. The 

impetus for this has included those concerned with the initial training or in-service 

training of teachers, and those concerned to monitor the standard and quality of 

teaching performance. The nature of teaching skills has received much attention 

(Calderhead 1984). 

Another study aimed at developing teaching skills in trainee teachers was the 

Teacher Education Project by Wragg (1984). Wragg sees teaching skills as strategies 

that teachers use which facilitate pupils learning something worthwhile, and which 

are acknowledged by those competent to judge as being skills. Wragg also argues 

that the skill should be capable of being repeated. He further points out that focusing 

on particular skills in isolation can be unhelpful because they can become less 

meaningful out of context. He believes that it is better to analyse particular skills in 

relation to broad areas of activity. The Teacher Education Project did this by looking 

at class management, mixed ability teaching questioning and explanations. 

Leinkhardt and Greeno (1986) argue that teaching is a complex cognitive skill 

based on knowledge about how to construct and conduct a lesson, and knowledge 

about the content to be taught. This skill enables the teacher to construct plans and 

make rapid decisions in the light of changing circumstances. They argue that 

successful teachers develop sets of organised actions which they can apply flexibly 

and with little mental effort in appropriate situations. Clark and Peterson (1986) 

have noted how teachers' effectiveness in the classroom seems, in part, to depend on 
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how well they modify and change their actions and strategies in the light of how the 

lesson is going. Shulman (1987), Suffolk Education Department (1987), and Wragg 

(1988), argue that at the very least this knowledge base includes knowledge about 

content, about broad principles and strategies of classroom management and 

organisation, about curriculum materials and programmes, and about the teaching of 

particular content topics. They argue that the teaching skills are bound up with 

teachers' thinking, which draws upon their knowledge base as a basis for judgement 

and action. 

Kyriacou (1994) after reviewing the literature argues that there are three 

discernible and essential elements of teaching skills which can be used in any subject: 

1) Knowledge, comprising the teacher's knowledge about the subject, and pupils' 

learning and knowledge about one's own teaching skills. 

2) Decision making about planning, presentation and monitoring, and reflection and 

evaluation. These three groupings form a continuous cycle underlying the 

teachers' decision making. 

3) Action based on knowledge. As mentioned earlier Freidson (1970) argues that 

there are considerable gaps between knowledge and practice, which should not be 

the case. A teacher must have the knowledge and know how to apply this in 

classroom teaching. 

There has been much written over the years about essential teaching skills by 

both those involved in teacher education and by educational researchers. A 

consideration of such writing indicates that a fairly typical list of the essential 

teaching skills can be identified for example Perrott (1982), HMI (1985,1987,1990), 

Child (1986), Qasim (1989) and Bude (1993). All identify seven essential teaching 

skills which are involved in contributing to successful classroom practice, and the 

underlying assumption of all teacher development programs like FBTDP is that 

trainers will develop and provide enough opportunities for teachers to practice these 

skills during the training. These teaching skills are of planning and preparing a 

lesson, lesson presentation, lesson management, classroom management, discipline, 

assessing pupils progress, and reflection and evaluation. 

3.3.1. SCIENCE TEACHING 

As in other subjects, the basic purpose when teaching science is to develop 

particular skills, concepts and attitudes. Several studies have found that the longer 
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school children study science the less they like it (Gardner 1975), which is rather a 
disturbing conclusion for science educators. Occasional classroom experiences that 

determine attitudes will be singular, dramatic events such as a stunning demonstration 

or flash of insight, but more often they will be long term repetitive interchanges 

between teacher and pupil (White and Mitchell 1994: 22). Studies by Batten and 
Girling-Butcher (1981), Penna et al (1992), and Baird et al (1990) suggest that 

attitudes to science depend on the amount of control students perceive that they have 

over what happens in lessons and the associated levels of physical and mental activity. 
They showed that students were dissatisfied about their control over activities, were 

not trusted to work on their own and were depressed by the way the teacher 

controlled their leaming. The children did not complain about the content of the 

lessons, rather it was the presentation that alienated them. The conclusion to be 

drawn from these studies is that increasing the amount of control that students have 

over what happens in lessons will improve their attitudes and interest in science. 

Pfundt and Dutt (1991) have compiled a bibliography of over two thousand of these 

studies, many of which found that alternative beliefs persist in the face of students' 

exposure to scientific concepts. One implication of these studies is that much 

leaming of science is shallow, with students accepting what their teachers have to say 

only for the purpose of reproducing it in an examination following which they discard 

it. They accept without question what the teacher presents, retaining for a time the 

teacher's form of words, but do not compare its meaning with what they believe, nor 

resolve any contradictions. 
All these studies raise questions about the teaching of science, the freedom 

for children to control on their own activities and of using a variety of methods of 

teaching to develop science concepts, skills and a leaming attitude towards science. 

The claim is that children learn best when they are given freedom when involved in 

activities and have opportunity to satisfy their natural curiosity by asking questions, 

by finding cause and effect, and by doing things rather than being passive observers. 

The Project to Enhance Effective Learning (PEEL) began in 1985 with ten 

teachers in one school and continues to the present day in more than twenty schools 

in Australia, New Zealand, Canada, Sweden and Malaysia. Baird and Mitchell 

(1986) describe the teachers' experiences in the first year of the project, and Baird 

and Northfield (1992) identify the products and insights gained from it to date. 

Science is a key part of PEEL, partly because of its development from the attempt of 
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Baird (1986) to promote metacognition in science classes, and partly because of the 
background of several of its leading figures. Mitchell (1992) concluded that the 
PEEL teachers defined good learning behaviours of the students by the following 

characteristics: they tell the teacher when they don't understand; ask the teacher why 
they went wrong; check work against instructions; correct errors and omissions; 

when stuck refer to earlier work before asking the teacher; seek reasons for aspects 

of the work at hand; anticipate and predict possible outcomes; plan a general strategy 
before starting; independently seek further information; follow up ideas raised in 

class; offer personal examples which are generally relevant; search for weaknesses in 

their own understanding; offer ideas, new insights and alternative explanations; react 

and refer to comments of other students; and challenge the text or give alternative 

answers which the teacher sanctions as correct. 
The writer is concerned that this sort of learning climate, where children can 

be proactive in the class room is rarely provided and is almost non existent in 

Pakistan. The research findings of Mitchell and Mitchell (1992: 78) indicate that the 

teachers had digested the material for the students and had pointed out which were 

the salient matters but students had not learned to control their own learning in such 

a way that they knew how to ask questions, when to ask questions, what parts they 

did not understand, and what they did understand. Baird et al report a sample of 

comments from the students as follows: 

"We hardly do anything except copy notes that the teacher has written (not 
our own words) and do experiments that the teacher does for us. All we do 
is sit there and watch demonstrations and listen to the teacher talk. 
Everyone just sits there and looks like they're listening. I hate science". 

BAIRD et al (1990: 3) 

Young (1979), Chima (1995), Faiq (1993), Farooqi (1990), AM (1994) and 

many others argue that a good leaming atmosphere can be created if children are 

provided opportunities for observation and experimentation. Feedback should be 

taken by asking provoking, stimulating and challenging questions. The elementary 

science curriculum of Pakistan strongly recommends that: 

"the aim of teaching science should be the total development of the 
personality of the learner through the involvement of the senses in 

observation, exploration and understanding of the natural as well as man 
made environment through open ended inquiry. " 

ELEMENTARY SCIENCE CURRICULUM (1973) 
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Qasim. (1989) argues that learning of science should be conceived by the teachers 

during INSET or Pre Service training Programme as a process of observing, 
investigating, exploring, measuring, analysing and reconstructing information in the 

form of models to develop the sense of structures and patterns and teachers must use 

the local environment while developing concept and skills. 
Young (1979), FBTDP documents, Pakistan elementary science curriculum, 

and Government PTC curriculum all emphasise that these skills must be developed 

within the trainees and should also be practised in the science classrooms. Bude 

(1993: 80) says that children do not only learn from books, they learn best when they 

are involved emotionally and when they can use different senses e. g. sight, hearing 

and touch. Thus as far as possible real objects should be used for teaching. 

Occasionally learning should take place outside the classroom, where the students 

can observe and study real situations and real objects in their natural environment. 

For this sort of education, Chitral is ideal. 

The above mentioned skills and Bude's advice must be practised by the FBT 

teachers principally for two reasons; firstly, to take the training into the field, the 

underlying assumption being that the teacher will be trained and use progressive 

methods in the classrooms; and secondly, child centred learning, the use of the 

environment and activity methods are the key elements of FBTDP. The writer is 

confident that by using these skills teachers will be able to create an environment 

which can be called a 'leaming environment'. 

3.4. CLASSROOM CLIMATE 

The classroom climate established by the teacher can have a major impact on 

pupils' motivation and attitude towards learning. The type of classroom climate 

generally considered to best facilitate pupils' learning is one that is described as being 

purposeful, task-oriented, relaxed, warm, supportive and with a sense of order. Such 

a climate facilitates leaming by establishing and maintaining positive attitudes and 

motivation of pupils towards the lesson. 

A number of major studies looking at effective teaching and effective learning 

in schools have focused on the classroom climate or ethos, for example the study of 

London primary schools by Mortimore et al (1988), the study of London secondary 

schools by Rutter et al (1979), the evaluation of SIP by Heneveld and Hasan (1989), 

and in other studies by Mills (1980), and Halpin (1966). Such studies have provided 
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a wealth of evidence to support the importance of a positive classroom climate in 

facilitating pupils' learning. 

Wragg and Wood (1984) suggest that a teacher can establish a working and 
learning climate in the class by being confident, warm and friendly, business-like, 

stimulating, mobile, using eye contact, using humour, and maintaining discipline with 

clear classroom rules. These actions highlight the importance in the classroom of the 

quality of interpersonal relationships, cohesiveness, level of morale, decision making 

patterns, leadership style, and the level of commitment. 
A research project involving seventy one schools in the United States 

produced data which enabled Halpin (1966) to identify six distinctive school profiles 

or organisational climates which range from 'open' to 'closed'. An 'open' school has 

a high level of staff morale, where they work hard together without argument and 

obtain high levels of job satisfaction. The 'closed' climate on the other hand is 

characterised by members of staff who gain little satisfaction from their work. These 

two regimes correspond to 'Theory X' and 'Theory Y' visions of workers' behaviour 

(McGregor 1960). 

A positive classroom climate depends on the type of relationship that 

teachers establish with their students. In the experience of the writer, learning is 

most likely to flourish in a climate where the relationship is based on mutual respect 

and rapport between the teacher and the students. The pupils develop respect for 

teachers when the latter demonstrate that they are competent at teaching, show that 

they care about students' progress by planning and conducting effective lessons and 

carrying out various tasks with commitment. Good rapport stems from conveying to 

pupils that the teacher understands, shares and values their perspectives as 

individuals, on a whole range of matters and experiences, academic, social and 

personal. The development of a positive classroom climate depends on this 

relationship being two way. A study by Grace (1984) noted that a high proportion of 

outstanding teachers in inner city comprehensive schools were skilful in developing a 

personal manner in interaction with individual pupils where mutual respect and 

rapport were evident. 

Pupils expect teachers to be a good example of the expectations that they 

convey. If they expect pupils to act in a civilised manner, they should not lose their 

temper or use sarcasm to hurt the feelings of their pupils; if they want pupils to find 

the work interesting then they should convey interest in the activities themselves. 
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Reports based on classroom observation by HMI (1987) note the importance of the 

example set by the teacher in establishing a positive ethos in the classroom. 

3.4.1. ENHANCING PUPILS' SELF-ESTEEM 

Perhaps the single most important feature that has contributed to improving 

the quality of education provided in schools has been the increasing awareness 

amongst teachers of the importance of fostering self-esteem and self-respect in 

learners (Maslow 1970, Rogers 1983). Hargreaves (1982) refers to this process as 
'involving' and it can come from their experience of the hidden curriculum. 

Self-esteem is developed from the school climate and especially from the 

hidden curriculum which refers to all the messages conveyed to pupils by their 

experience of schools. These messages stem from the way in which they are treated 

and the attitudes and values conveyed to them about what they have accomplished. 

If comments from the teachers to the pupils are largely positive, supportive, 

encouraging, praising, valuing and relaxing rather than negative, deprecating, harsh, 

aggressive, dominating and anxiety provoking, then this will do much to foster pupils' 

self-esteem. A teacher's body language also communicates how the teacher feels 

about the students, through messages conveyed non verbally by the use of eye 

contact, posture, facial expression and tone of voice. A teacher needs to consider 

how to react to incorrect answers or to a poorly written project in order that the 

feedback the student receives is helpful and supportive rather than admonishing. 

Other factors that help to develop self-esteem amongst the students are the 

appearance of the classroom and the composition of the class (Hussain 1990). The 

general appearance of a classroom indicates to pupils the care that goes into 

providing them with an environment which is conducive to learning. A clean and 

well kept room with appropriate resources in evidence, which appears comfortable, 

light and well aired helps to establish a positive expectation towards the lesson. The 

class composition also conveys important messages. In primary schools cross age 

groups are used and particularly in small schools, a class may span quite a wide age 

range which can have an important bearing on teaching/ learning difficulties. The 

composition of the class can also have an important bearing on the type of classroom 

climate that develops and on the ways that the teacher can best facilitate a positive 

classroom climate. 
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3.5. MULTIGRADE TEACHING AND ITS EFFECTS ON STUDENTS' 
ACHIEVEMENT 

In the rush to expand the delivery of primary education in developing 

countries, little or no attention has been paid to the basic major issue, the multigrade 

classes system and its teaching in the training institutions. 

3.5.1. IS MULTIGRADE TEACHING EFFECTIVE AND MANAGEABLE ? 

The incidence of multigrade teaching in primary schools throughout the world 
is unknown, but it may be larger than many think. A UNESCO conference on 

multigrade classrooms collected information from its participants on several Asian 

countries. The Republic of China and India have reported as many as 420,000 and 

327,000 schools respectively, practising multigrade teaching (UNESCO 1989). 

About 20,000 schools in Indonesia and 1540 schools in Malaysia have multigrade 

classrooms (Cole 1989). A recent sample survey of primary schools in Pakistan 

reveals that 58 percent of primary school teachers teach more than one grade of 

students (Warwick et al 1989). The anticipated shortage of teachers and the limited 

capacity of the existing system to produce new ones (World Bank 1988) means that a 

large number of teachers will have to teach multigrade classes for the foreseeable 

future. Successful education depends on teaching ability and conditions in the school 

environment that support opportunities for children to learn and for teachers to grow 

professionally. This is especially true in Pakistan where teachers lack relevant 

training and find conditions in the school system hostile to teaching and to their 

career growth. Teachers who are trained primarily for single grade classes are not 

prepared to teach in a multigrade setting. But multigrade teaching has the potential 

for increasing children's access to schooling and, if effectively implemented, enables 

their school experience to equal the quality provided in single grade schools (Miller 

1989, Pratt and Treacy 1986). Teachers in Pakistan are not aware of the use of 

multigrade teaching even in neighbouring countries and are resentful that they are 

expected to do something for which they have received no training. 

3.5.2. STUDENT ACHIEVEMENT UNDER MULTIGRADE TEACHING 

Research reviewed by Miller (1989) indicates that of thirteen quantitative studies 

designed to ascertain differences between single and multigrade students, most 

showed little or no achievement differences. Pratt and Treacy found: 

64no indication that academic progress or social development were affected by 
how students were grouped (i. e. multigrade versus single grade)" 

PRATT and TREACY (1986) 
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Both quantitative and qualitative research from Australia, Africa, Europe and 

the USA reveals that students from single and multigrade settings receive about the 

same quality of education in both settings (Miller 1989), but in Pakistan the research 

shows significant differences in achievement scores between students of teachers of 

single and multigrade classes (Baloch 1990, Warwick 1991, McGinn et al 1992). 

3.5.3. BENEFITS FOR STUDENTS IN MULTIGRADE CLASSES 

There is evidence that students can benefit from the enhanced emotional 

climate and the mixture of students of different ages which occurs in a combined 

grade environment. Pratt (1986) and Ford (1977) state that multigrade classrooms 

have an important impact on students in the affective domain which creates a healthy 

environment for learning. 

A number of studies have measured attitude differences between single and 

multigrade students which seem to reinforce the strengths of multigrade settings, for 

example positive attitudes towards the school (Pratt and Treacy 1986), more 

congenial student social relationships, a stronger sense of belonging (Sherman 1984, 

Mycock 1966), and a clearer sense of self concept (Schrankler 1976, Milburn 198 1). 

Pratt (1986) cites research which shows that social conditions of mixed age 

grouping in primary school settings is beneficial to student learning. Young people 

look up to and imitate older children (Blyth et al 1981, Lewis et al 1975), verbal 

stimulation and vocabulary growth develops faster among younger children when in 

the presence of older children (Day and Hunt 1974, Lougee et al 1977, and Way 

1979), both older and younger children learn when tutored by older students (Cohen 

et al 1982), interaction between students of different levels of maturity stimulates 

cognitive growth (Bunting 1965, Piaget 1950), and in mixed settings the younger 

students are less Rely to experience failure than in conventional classes (Upoff and 

Gilmore 1985, and Milburn 1981). Clearly multigrade classes are important in scale 

and potential for developing primary education. 

In the case of Pakistan, however, there are reasons why multigrade students, 

on average, perform significantly below single grade students. The background 

conditions of the teachers' education and certification, differences in the way teachers 

teach in their classrooms and the location of the school explain why multigrade 

students' performance is lower than that for single grade students. 
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3.5.4. TEACHING CONDITIONS IN MULTIGRADE SETTINGS 

While education and certification of the teacher is an important influence on 

student achievement, little is known about differences in the ways teachers teach 
between single and multigrade classrooms in Pakistan and how those differences 

affect student achievement in each of those settings. 
Multigrade teachers use space, time, and their instructional practices to effect 

leaming in their classrooms. The proper management of these elements in their 

practices enhances the quality of education in multigrade classrooms. Other teaching 

behaviours associated with multigrade teaching have been researched and tested for 

their effect on achievement. For example some research asserts that co-operative 
learning environments induce students to perform on a par with single grade 

classroom students (Alston 1984, Holman 1989). It has been found from research 

studies that three factors play a positive role in successful multigrade teaching: a 

focus on individual work and independent instruction (Barker 1986, Dewalt & 

Troxell 1989); an integrated curriculum (Galles 1986, Reck 1988); and community 

support for good student performance in multigrade schools and classrooms 

(Gulliford 1985, Dewalt & Troxell 1989). These same themes are emphasised in the 

international literature (Hamori 1961, Bray 1987, UNESCO 1989, and AID 1990). 

Multigrade approaches attempt to increase student opportunity to learn by involving 

students in peer tutoring, assigning tasks to groups, organising independent leaming 

and fostering communication between grades and using the group leaders effectively. 

The research literature suggests three broad areas which can have a marked 

effect on increasing the effectiveness of multigrade teaching and improving the 

performance of students: 

1) Teaching preparation for teaching in multigrade settings 

2) Improving teaching effectiveness 

3) Improving classroom management. 

Making multigrade teaching as effective as single grade teaching is a daunting 

task. Rather than a drill sergeant or stern disciplinarian, the accomplished multigrade 

teacher is more like a choral music conductor. The multigrade teacher co-ordinates 

groups of students who are leaming at different curriculum levels. The teacher 

creates the atmosphere needed to keep children focused on learning, and students 

rotate through science or language leaming centres in the classroom during the day. 

48 



In a short time children become accustomed to working with each other in groups or 
doing their lessons independently. 

The community is another resource to which the teacher can turn for teaching 

assistance, interviews for oral history or objects in the area for study in natural 

science. The effort to transform raw elements into an integrated multigrade 

classroom programme in Pakistan, however is best not left to a foreign expert. 

Cummings (1986) reports that foreign technical assistance may result in insufficient 

indigenous involvement and that international accumulation of experience does not 

substantially accelerate the development rate of education innovation. Creating the 

most appropriate model for effective multigrade teaching, which will match and 

possibly surpass single grade student performance, must be the responsibility of the 

Pakistanis themselves, and during the training teachers must be trained in how to 

teach combined grades. 
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CHAPTER IV: METHODOLOGY 

4.0. INTRODUCTION TO METHODOLOGY 

This chapter will examine the theoretical framework and perspectives that 

underpin the methodological approach and strategies adopted for this study. It will 
describe the structure within which the study is set and justify the choices made and 

the decisions taken regarding the procedures and methods used in preparing for, and 
implementing, the data collection exercise. 

4.1. FOCUS OF THE STUDY 

The study is a critical examination of the impact of an innovative training 

approach (called FBTDP) on the performance level of the students, classroom 

practice and teachers' behaviour. The history of innovations in Pakistan is that most 
have not met their objectives because of unrealistic approaches and plans (Ali 1992, 

Jarnal 1992). 

A specific concern of this study is to document the perception gap and its 

effects on classroom situations between the planners of the FBTDP and the MTs who 

are considered to be the 'backbone' of the implementation process in rural areas. It 

is argued that the insights gained from an appreciation of and a sympathetic concern 

for local understanding can contribute not only to a more realistic formulation of 

policy options but also to the development and refinement of theoretical ideas in the 

field of educational innovation (King 1979: 148). 

4.2. THEORETICAL PERSPECTIVE 

In a classroom there are a number of features which can distract the attention 

of a researcher, so the research methodology was carefully designed to concentrate 

strictly on those areas which could help to provide answers to the research questions. 

Goodlad (1984: 5) argues that the researcher must first establish what exists, so data 

were first collected to measure the current features and then an attempt was made to 

correlate some of these measures with the process. When selecting the 

methodologies for the research, the writer noted that Shulman (198 1: 11) wams that 

the selection of appropriate methods for a disciplined inquiry is one of the most 

important and difficult responsibilities of a researcher. Experiences as the subject of 

many research projects in Pakistan, has led the writer to conclude that a research 

study should not be judged solely on the product in the scientific style. It is the 

50 



process rather than the quantitatively measured result which gives insight in human 

studies. 

A major concern of the study was to examine the performance of the students 
taught by FB trained teachers. The writer decided to take a mixed approach using 
both the qualitative and the quantitative paradigms, because this is suited to a study 

of the product and the process (Fielding and Fielding 1986). Crossley and Vulliarny 

(1984) mention that quantitative methods are outcome oriented and underplay or 

ignore the importance of the process of innovation or social phenomena for which the 

qualitative approach is adopted. 

4.3. USING QUALITATIVE AND QUANTITATIVE METHODS 
TOGETHER 

The nature and the -aims of the study forced the writer to adopt a mixed 

methods approach, for as Eisner comments: 

"All methods and all forms of representation are partial and because they are 
partial, they limit, as well as illuminate what through them we are able to 
experience. " 

EISNER 1988: 19 

The methods chosen for gathering data need to be flexible in order to respond 

to changing events and perceptions during the study. Wiersma (1991: 19) suggests 

that although there are obvious differences in the quantitative and qualitative 

approaches, the distinction is not a dichotomy but a qualitative, quantitative 

continuum. The main thrust of his argument is that each approach may involve some 

elements of the other in order to meet the requirement of the specific research study. 

In this study research methodologies are biased more on the qualitative side of the 

continuum. The appropriateness of models based on scientific research techniques 

(Best 1977, Rist 1980) for studying classroom phenomena and curriculum issues has 

been questioned (Hurd 197t, Becher 1980, Bolster 1983, ). The phenomenological 

critics (Guba 1987, and Guba and Lincoln 1987) suggest that any attempts to make 

such measurements are necessarily a distortion of social reality. As Neumann points 

out: 

"Education does not take place in a vacuum. " 
NEUMANN 1987: 161 

On the other hand qualitative study is not free from criticism. Blalock (1970) argues 

that it is inappropriate to draw generalisations from them. This lack of scientific 

rigour and objectivity are inevitable criticisms from empiricists. 
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Glaser and Strauss (1967), Reichardt and Cook (1979), Lynch (1983: 462- 

463), Firestone (1987), and Salomon (1991) all agree with a mixed approach, saying 
that the debate on paradigms and methods is dysfunctional, and that taking an 

extreme position is unproductive. In order to produce quality research in what Howe 

and Eisnhart (1990) call 'a proliferation of standards', it is increasingly necessary in 

educational research to achieve a compromise between the two research approaches. 
The view has been taken that for a quality research study, the best data 

collecting methods are derived from a mutual compromise of the two approaches. 

4.4. ETHICS: THE PRINCIPLE OF INFORMED CONSENT AND THE 
CASE FOR USING COVERT METHODS 

Once the data collection for this study was completed, the writer could reflect 

on some of the conflicts that had arisen between the responsibilities to the research 

and to the people involved. The conflicts led to the use of covert methods at certain 

stages, or at least not to get informed consent, in order to get as close as possible to 

the truth. Sometimes the writer had to take an immediate decision about which 

method should be adopted in order to preserve her integrity and save the subjects 

from psychological, emotional and even material injuries. The practical experience of 

becoming involved with problems of ethics made the writer appreciate what an 

important part they had to play in the collection of valid data. For the purpose of this 

study the term 'ethics' is understood to mean an unwritten moral, civil or religious 

code of behaviour which is considered correct in a particular country, area, 

community, group, profession, or individual. Many codes of ethics exist which alert 

the researcher to keep these ethical principles and guidelines in mind while doing 

research. Many organisations exist to monitor standards, for example the American 

Sociological Association (ASA 1989), the American Anthropological Association 

(1971), and the British Sociological Association (BSA 1973). Many researchers 

however, have indicated the difficulties of working with a code of ethics especially 

when engaged in qualitative research (Barnes 1977,1979, Burgess 1985, Punch 1986, 

and Riddell 1989). Issues which the writer faced during the research, but which are 

not generally covered in codes of ethics, include religious and micro political issues. 

The writer decided to apply three principles: first she would use covert methods 

wherever and whenever they are needed; second in the research she would make sure 

that nobody could harm the subjects by using the researcher's presence, name or 

research findings; and third that she would take decisions based on her own 
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judgement of right or wrong. Burgess (1984: 193) and Finch (1986: 209) note that 

the above kinds of ethical problems cannot be resolved by applying set solutions 
incorporated in the general statements of professional codes of conduct. 

In the past few years, there have been a number of articles on a possible code 

of ethics for qualitative researchers by Cassell (1978), Cassell and Wax (1980), and 
Punch (1986). They have all come to the conclusion that the relationship between 

researchers and their subjects is so different in the qualitative and the quantitative 

approaches that following established procedures like informed consent and 

protection of subjects, seems little more than a ritual. In quantitative research, for 

which many codes of ethics are established, the subjects have a very distant 

relationship to the researcher and the subject can be told openly of the content and 

possible dangers of the study. Bower and Gasparis (1978: 8) and Baurnrind (1972) 

consider informed consent to be the most important of ethical dicta and also the most 

commonly violated, especially by those who are using covert methods. Beecher 

(1966), Calabresi (1969) and Jamal (1992) while agreeing on the central importance 

of the principle, feel that it provides little protection for the experimental subjects 

because there is no guarantee that informed consent will prevent harm being done to 

the subject. Certainly this was the case during this research study. Initially the writer 

adopted the principle of informed consent and overt methods but when the findings 

were misinterpreted by the local Chitral management for micro political reasons, and 

harmed the subjects, the writer decided to use covert methods justifying this choice 

on the basis that the subjects were more secure through the use of covert methods. 

Moreover, the subjects not understanding the nature of the research, may have 

viewed it with suspicion and interpreted it as a threat. They could become 'most 

obedient servants' when answering questions rather than giving a truthful response. 

'Responding to the requirement' is identified by Milgrarn (1964), who noted that his 

subjects would become so obedient to the requirement that they caused pain to 

others. If the subjects are pre-warned about the nature of the intended research, then 

this may have the effect of jeopardising the validity of the collected data. Vulliamy et 

al (1990: 112) argues that putting people at their ease helps to ensure the validity of 

the data. The writer also felt that through this chosen method, there would be more 

honest, frank, open responses to questions which ultimately would not do any harm 

to the subjects. The writer supports Denzin and Erikson (1982: 142-15 1) and Bulmer 
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(1982: 120) who disagree with both Shils (1982) and Erikson (1967), who suggest 

that the sociologist has no right to observe those who have not given their consent. 
The field principles established by the British Sociological Association (BSA 

1973) allow covert methods where it is not possible to use other methods to obtain 

essential data. The writer considers that the careful use of covert methods is not 

unethical, if it is not harming the subject, because one of the prime objectives of 

sociology should be the search for truth and to investigate what is the social context 
in which truth is to be sought. 

4.5. THE RESEARCH DESIGN 

The design of a research project has been described as: 

"a logical sequence that connects the empirical data to a study's initial 
research questions, and ultimately to its conclusions" 

YIN 1989: 28 

Such a sequence whether explicit or implicit is at the heart of every successful 

research investigation. It was decided to adopt a quantitative/ qualitative approach. 

Measurements were made to establish the starting base line and this was achieved by 

using a quantitative approach in the form of an achievement test which was given to a 

selected sample of students. After analysing these results, the writer became 

interested in investigating how these results had occurred, and in order to do this a 

phenomenological approach was adopted, the intention being to document and 

understand the impact of the policies and principles of FBTDP on actual science 

classroom teaching. 

During visits to schools the writer stayed overnight in different valleys, so had 

a good opportunity to visit informally both teachers and students, chatting to them in 

a relaxed atmosphere and later making a record of the meeting. 

A diagram of the overall research design is given in Figure 4.1. This outlines 

the operational procedures used to collect and analyse the data. An overview of the 

data collection, data analysis, and the sample population of the study follows. 

4.6. DATA COLLECTION METHODS 

Figure 4.1 shows that data is collected using two assessment techniques, 

quantitative and qualitative. The data collection in this study is biased more towards 

the qualitative continuum, where observation and interviews are used as basic 

techniques and other methods of data collection are used as back-up techniques to 
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strengthen these findings. One reason for this was the lack of familiarity of the 

subjects in providing data in terms of exam results. The methods chosen can be 

described as pluralist, as they are all: 
"intentionally congruent with the (researcher's) set of principles or 

philosophical assumptions" 
POWNEY and WATTS 1987: 179 

These convergent lines of inquiry or multiple sources of evidence provide the 

construct validity which Yin (1989: 97) sees as one of the main criteria for judging the 

quality of research designs. 

Triangulation, by illustrating different aspects of the activity being researched, 
highlights that there are multiple realities, and the world in which reality is located is 

that of the perception of participants and the meaning they ascribe to them 

(Stenhouse 1979). 

QUANTITATIVE PATH 

The writer wanted to know how the performance of teachers trained under 

FBTDP and their students' achievement level in Class V science compared with those 

who were not taught trained under FBTDP. The subject of Science was chosen for 

three reasons: 
In science the methods of teaching and principles of teaching which are 

documented in the FB and PTC curriculum could be applied in almost every 

topic. 'Lack of resources' cannot be regarded as an acceptable excuse for any 

teacher. 

0 In this subject the knowledge, understanding and application of the concepts can 

be judged without giving too much emphasis to language, which is a big issue in 

Chitral. 

The judgement of the students can be regarded as being more objective when 

compared to other subjects. 
The promotion of children's leaming through progressive methods (FB 

Report 199 1) is the principal aim of FB trained teachers and assessment lies at the 

heart of this process. The underlying assumption of AKESP is that FB trained 

teachers will produce better students in terms of subject knowledge, understanding of 

concepts and application of knowledge and skills. This assumption is realistic 

because the whole of the FBTDP literature stresses progressive methods of teaching 

and learning to achieve the objectives which are mentioned in the National Science 
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curriculum. This study measures the end product by comparing the performance of 

the students taught under the FBT teachers with the performance of the students 

taught by the NFBT teachers. 

The term 'achievement' is used in this study to describe school based learning 

(Airasian 1991: 65). The aim of an achievement test is to provide pupils with a fair 

opportunity to demonstrate what they have learned from the instruction provided to 

them, and to make inferences from it. 

The achievement test used in this study is a statement about achievements 

within the framework of educational opportunities (Calouste Gulbenkian Foundation 

1982: 130) that theoretically has been provided by the FBT teacher. The main 

purpose is to identify the impact of FBT teachers on the level of achievement of the 

students, which is the ultimate aim of FBTDP and stated in FB documents. This 

achievement test will also be used in this study to gather information about a sample 

of cognitive behaviour of two independent groups and using that sample to make 

generalisations about the students taught by FBT teachers that were not directly 

assessed. 

No attempt is made to classify students (e. g. dull, disruptive, lazy etc. ) rather 

the aim is to identify children's actual learning and to present this to AKES as 

evidence, and to offer advice on the development of a remedial strategy if necessary. 

It is also a check on whether or not the schools have been successful in achieving the 

objectives of FBTDP. Fitness for purpose (Jones et al 1986: 17) is a key concern of 

this assessment. 

4.6.1.1. Achievement Test Instrument 

The test was highly textbook referenced and because of the high teacher 

dependence on textbooks in Pakistan, measures how well teachers transmit textbook 

content, concepts, principles, and formulae to their students. This is a quantitative 

data collection exercise, used to compare the scores of students taught by teachers 

trained by alternative methods, Field Based and Non Field Based. 

4.6.1.1.1. Problems Associated with the Student Achievement Test 

The authorities of Chitral AKES informed the writer that their students are 

not used to taking a written test in science. The writer knew that the students had to 

take a written exam in both maths and Urdu language, and was told by the local ex 

government and non government authorities that teachers only set questions to which 
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the answers have been rote learned in the class. In the whole of Pakistan, students 
take final written examinations from Class I and if students in Chitral, at Class V level 

when they are aged I I+, cannot cope with a written examination this indicates a 

serious flaw in the assessment and promotion policy of AKES Chitral. To solve this 

problem, the writer decided to be flexible in administering the test, because the main 

objective is to know whether students have acquired the basic knowledge and 

understanding of simple textbook based concepts. Consequently, for those students 

who could not give written answers, the questions were asked in oral Urdu and to 

make absolutely sure that students were given the maximum chance the questions 

were also asked in Khowar, the local language, by the local education officer. The 

writer would like to emphasise that after five years schooling a child should be able to 

read, write and understand the language of instruction, but in this case the students 

were having great problems in reading and understanding the instructions. This 

alternative strategy was very necessary from the writer's point of view, in order to 

give the best possible measure of the student's comprehension. The answers were 

scored very sympathetically, spelling mistakes, grammatical errors and inaccurate 

language expressions were ignored. Students attempting written responses invariably 

made spelling mistakes. 
Initially it was decided to allocate one and a half hours for the administration 

of the test, but in view of the problems of the students this strategy was changed and 

the students were given as much time as they wanted to complete the test. The test 

was administered by the writer with the help of the local education officer. Maximum 

effort was made not to create a harassing atmosphere for the students and both they 

and the teachers were assured that the results would not affect their future. 

Before administering the tests the writer located the precise pages in the 

textbook and the curriculum that gave the information needed to answer the 

questions and then investigated whether or not the students would have reached that 

material by the time of the test and was assured that this would be the case, moreover 

revision would be underway for the final examination. Consequently, it was assumed 

that the students would have completed approximately the same amount of text, and 

therefore it was unlikely that there would be major coverage differences. 
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4.6.1.1.2. Language Problems Associated with the Test 

Language is an obvious limitation of the test and it could have a great 
influence on the scores Produced. When the writer asked the questions in verbal 
Urdu, in many cases the students did not answer. The students understand and speak 

the Urdu language very well and can respond sensibly, but when the same questions 

were asked in the local language by the education officer or teacher in the writer's 

presence, the writer was told that the answer was correct, although the writer had 

some doubts. When this language barrier is ignored and it is assumed that all the oral 

responses are correct, even then it can be seen that it would not have had a great 
impact on the results. 

4.6.1.1.3. What is to be Assessed in the Test ? 

The most commonly assessed behaviour domain in schools is the cognitive 

domain (Airasian 199 1). The underlying assumption is that most of the instruction 

that is provided to pupils is focused on helping them to attain cognitive mastery of 

some content or subject area. The achievement test which is used for this study 

covers only three top levels of Bloom's taxonomy (Bloom et al 1956) i. e. Knowledge, 

Comprehension and Application. 

4.6.1.1.3.1. Knowledge 

In the context of this achievement test the term knowledge refers to facts, 

terminology, classification criteria, concepts and principles which are written in the 

student's textbook and are required to be reproduced in the achievement test. Rote 

memorisation is endemic throughout the education system in Pakistan, children learn 

word by word from the textbook without understanding, and regurgitate it in 

examinations. 

4.6.1.1.3.2. Comprehension 

In this paper the term 'comprehension' will mean that a student understands 

the concepts in the text and that a simple change in the order of words in a sentence 

does not cause them to lose the meaning in the sentence. 

4.6.1.1.3.3. Application 

Application is related to behaviour, such as using information to solve 

unfamiliar problems, for example in predicting the outcomes of actions (Airasian 

199 1: 10). Here the writer is referring to the situation in which a student is using her 

understanding of a concept or principle in a context which may be unfamiliar to her. 
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The aim is to ascertain whether a concept or principle has been comprehended and 

whether the student has the ability to apply this to a specific situation. 

4.6.1.2. Validity of the instrument 

Validity refers to the extent to which the instrument measures what it 

purports to measure, allowing the assessor to make appropriate generalisations and 
decisions about a pupil's behaviour or performance (Duncan and Dunn 1988, 

Messick 1989). 

In order to check the construct validity of this paper, the writer gave the 

paper to fifty science teachers in different parts of the country and asked them to 

write down a possible objective for each item. When at least forty five teachers' 

objectives concurred with that of the writer then that item was deemed valid and 

judged to be measuring what the writer wants to measure. 

4.6.1.3. Reliability of the Instrument 

Reliability measures the consistency with which the instrument measures the 

characteristics repeatedly over time. The instrument when used in different contexts 

by different people should produce results which are consistent. 

In order to check the reliability, the test instrument was given to six groups of 

students (230) twice within a period of three months. These students were randomly 

selected from the interior of Sind where the teaching conditions are very similar to 

Chitral. The overall mean score from 50 questions, in the first case was 29.1 (58.2%) 

and in the second case it was 31.4 (62.8%). As these scores were close to one 

another the test instrument was considered to have been proved reliable. 

4.6.1.4. Pre Field Work 

As mentioned earlier, this achievement test was adapted from a test given to 

230 students in the Province of Sind in Pakistan by the writer. The main aim of this 

exercise was to check the reliability and the validity of the instrument. 

Slight alternatives were made in the test, involving re-organisation in the 

order of some items, in the language of instruction and replacement of some items 

which were felt to be unsuitable, and then retested by the writer in urban and rural 

AKES schools to check the validity. The test items are taken from the prescribed 

textbook for the schools. In the prescribed textbook there are three major sections: 

living and non living things, matter and energy, and earth and universe. The paper 

was divided into two parts (see Appendix 1), the first part measuring the knowledge 
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of the student and the second part measuring understanding and application. The 

structure of the test paper is shown in Figure 4.2 and Figure 4.3. 

FIGURE 4.2 
Question distribution in Science achievement test 

Topic 
Part I 

Knowledge 
based questions 

Part 11 
Understanding 
based questions 

TOTAL 

Living and non-living things 6 5 11 

Matter and energy 18 10 28 

Earth and universe 6 5 11 

TOTAL 30 20 50 

FIGURE 4.3 
Distribution of Types of Objective Questions 

Instruction Knowledge based Understanding based 

Fill in the blanks 6 0 

Complete the sentence 5 0 

Give a one word answer 8 0 

Choose the correct word 5 20 

v' the correct statement 6 0 

TOTAL 30 20 

The items of the test are of the objective type as this is best suited for measuring the 

low order cognitive domain under the approach of criterion referenced testing. 

4.6.1.5. In the Field 

The writer, with the help of an education officer, made a timetable for testing 

in the sample schools. The selected test time was immediately before their final 

examination, to minimise the possibility of children having forgotten the text. The 

purpose of the test was explained to all the teachers, but nevertheless some were very 

uncomfortable and took it as a threat, concerned that they would be penalised on the 

basis of the result. The writer gave assurances that the result would not be discussed 

with the local administrator or education officers and that the identity of students 

involved would not be disclosed. The paper was discussed with the teachers, so that 
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they appreciated that all the concepts and knowledge involved are covered by the 

textbook. 

During the tests, the writer realised that the students were not at ease, that 

they were frightened, and could not read the instructions and questions. The writer 

took an immediate decision that those students who could not read the instructions 

and were facing problems in writing the answers, could be asked the question in oral 

Urdu and they were allowed to answer orally in Urdu or their local language, because 

the main aim was to check the understanding and knowledge rather than the 

language. The writer and her colleague noticed that students immediately became 

more relaxed and confident. The writer felt that in schools, teachers are using local 

language rather than Urdu as the medium of instruction. With the help of her local 

colleague, the test responses were recorded. 

4.6.1.6. Post Field Work 

The results of the tests from all the nine schools were put into two groups, 

one group for the five schools who were taught by FBT teachers and the other for 

the four schools who were taught by NFBT teachers. The responses, which were 

treated anonymously were coded into three categories: correct written responses, 

correct oral responses (which included responses in either Urdu or Khowar, the local 

language), and wrong or not attempted responses. The data were then ready for 

statistical analysis to put some numeric values to items of interest and thereby to 

attempt to answer the research question, and to reach conclusions about the study. 

4.6.2. QUALITATIVE PATH 

4.6.2.1. Classroom Observation 

Over a quarter of a century ago, Medley and Mitzel (1963) wrote: 

"Certainly there is not a more obvious approach to reach on teaching 
than direct observation of teachers while they teach and pupils while 
they learn. Yet it is a rare study indeed that includes any formal 

observation at all. " 
MEDLEY and MITZEL 1963: 247 

During the years that followed, a number of researchers apparently took Medley and 

Mitzel's assertion to heart. By the late 1960s, at least 120 different observation 

systems for use in classrooms had been identified by Simon and Boyer (1967). From 

the 1970s, classroom observation became a regular feature of evaluation projects on 

research into classroom competency of various kinds. Such projects include those 
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undertaken by Delamont and Galton (1986), Upton (1988), Delamont (1989), Pilcher 

et al (1989) and recently in developing countries Vulliamy et al (1990). In Pakistan 

hardly any efforts have been made to do qualitative research, but now private 

organisations are beginning to use these techniques. For example Bude (1990,1993) 

and Heneveld and Hasan (1989) have evaluated School Improvement Programmes 

using observation as the main technique. 

The main purpose of the observation was to check that the techniques 

elaborated during FBTDP were being applied, and to compare the performance in the 

classroom of FBT teachers with the NFBT teachers. These observations will be 

compared with students' responses in their interviews, achievement results and the 

teachers' views in order to form a comprehensive view, which reflects the reality of 

what is happening in the classroom. For political reasons this reality is obscured from 

outside, and from non participant researchers, by the teachers, MTs and AKES 

Chitral Education Officers. 

Initially the writer decided to observe ten science classes per teacher but due 

to political and climatic problems the writer actually managed to observe only eight 

classes per teacher, four using systematic observation and four using unstructured 

observation (in this study the terms 'systematic observation' and 'structured 

observation' are interchangeable). During the observation period the writer tried to 

remain as a 'detached observer' (who is not supposed to take any part in classroom 

activities), but her presence, job role and teachers' expectations did not allow this to 

happen in practice. The writer felt that if she was to be physically present then she 

could not be a fully detached observer and Gussow supports this view: 

"When the observer is physically present and physically approachable the 

concept of the observer as non participant, though sociologically correct is 

psychologically misleading. " 
GUSSOW 1964: 240 

The role which the writer gradually adopted and played is illustrated in Figure 4.4 

adapted from Medley (1989). 

FIGURE 4.4 
States of the Observer 

Detached Observer 

Structured 
Observation 

Unstructured 
Observation 
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The horizontal axis represents the types of procedures adopted. One extreme 

of the axis represents a structured observation system, for example recording student 

and teacher actions in progress at strict one minute intervals. The other end of the 

axis represents the position when the observer feels free to make a written record of 

the events, or to attend to whatever events the writer believes is important in 

addressing the questions guiding the research. 

The vertical axis of the figure shows the role of the observer. The writer 

played two roles, as a Detached Observer and also as an Involved Interpreter. As a 

Detached Observer, the writer tried to keep some distance from the teachers, 

students and the activities and events being observed. The writer recorded what was 

actually seen and heard with as little inference, interpretation, or bias entering into the 

recording process as is humanly possible. As an Involved Interpreter the writer was 

encouraged by the words of Guba and Lincoln: 

"Use their insightfulness, flexibility and responsiveness ..... take a holistic 
view and simultaneously acquire process information". 

GUBA and LINCOLN 1987: 149 

As an Involved Interpreter, the aim was to understand the meaning of events 

and to uncover deeper meanings with an understanding of the culture (Taft 

1989: 15 1) and inferences by talking to the teachers and students during and after the 

class. 

4.6.2.1.1. Structured Observation 

Medley defines a structured observation system as: 

"a scheme that specifies both the events that the observer is to record and 
the procedure to be used in recording them" 

MEDLEY 1982 

Many structured observation systems also include criteria to be used by observers to 

place the observed events into categories (Galton 1987). As a consequence the 

evidence from a structured observation system is typically in the form of either the 

frequency with which particular events or types of events occur or the cumulative 

length of time of certain occurrences. 

In the USA the name of Ned Flanders is associated with the development of 

interaction analysis while Galton, Simon and Croll (1980) are recognised as users of 

systematic observation in their work in the U. K. The best known example of 

systematic observation is contained in the coding scheme of Flanders (1970) known 

as the Flanders' Interaction Analysis Categories (FIAC 1970). 
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The criticism levelled against FIAC is the problem of the relationship of the 

categories to the realities of the classroom. Using schedules like FIAC, it is evident 

that many settings will not instantly lend themselves to delineation on the basis of the 

seven Flanders' categories. In a situation where teaching and learning is viewed 

more in terms of relationships or pupil centred learning, then rigid pre-coded 

observation schedules are, at the very best, going to miss out on capturing the true 

nature of the interactions, or at worst they will simply distort them. Hamilton and 
Delamont say: 

"despite their potential significance for the classrooms to which they apply, 
typical results are seldom studies in detail. They are treated as 'noise' 
ironed out as 'blurred averages' and lost to discussion. " 

HAMILTON and DELAMONT 1974: 5 

In attempting to maintain objectivity, the surface elements of classroom interaction 

are examined while the deeper, hidden, or 'silent' (Smith and Geoffrey 1968) 

languages of the classroom remain virtually unexamined. A major criticism of these 

observations is that important paralinguistic features such as facial expressions, eye 

movements, glance expressions and other interpersonal communications are ignored 

in these studies (Hitchock and Hughes 1989: 141). 

The writer feels that these criticisms are valid and that an attempt should be 

made to record such interactions. Accordingly, the writer decided to take a different 

approach in systematic observation, not going into the classroom with a pre-coded 

list, but rather observing teacher and students' behaviour at one minute intervals, 

noting down the activity of the moment of both the teacher and the students. 

4.6.2.1.2. Unstructured Observation 

This approach incorporates ethnographic (Taft 1987) or naturalistic (Guba 

and Lincoln 1987) principles, allowing the observer to decide what events are worth 

noting, while at the same time requiring them to become an 'involved interpreterl. 

Observers are expected to spend sufficient time in the classrooms to become truly 

knowledgeable of the people and the events, and to move beyond simply recording 

the events to providing an interpretation of them. Observers using this approach 

attempt to construct meaning out of events to provide understanding to people who 

were not actually present in the classroom (McCutcheon 1981: 3). 

The writer spent a reasonable time in each class specifically for the purpose of 

becoming knowledgeable about the people and the events. However the presence of 
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an observer has an effect on what takes place, however slight, and there is no 
foolproof way of knowing what might have transpired had no outsider been there. 

This approach involves making a record of verbal and non-verbal language, 

emotions, feeling and atmosphere of the classroom which is not possible by 

systematic observation, where the main purpose is to find the types of activities and 
the behaviour of teachers and students and the involvement of students in the 

teaching learning processes. Here the writer was aiming to describe as 'fully as 

possible' (Wright 1967) events which are important to her using the original language 

of the teacher and students. The point here is that observers using this approach 

must make decisions as to what to observe and what to ignore and they have the full 

range of events occurring within the classroom from which to choose. They must 
decide from their own experience, and from the literature, which are important and 

relevant to their study. 
This approach has at least three advantages which the writer noticed during 

the data collection process: first, it permits the researcher to study the process of 

teaching as it unfolds in the classroom; second, these observations provide the basis 

for gaining an understanding of the events in the classroom from the point of view of 

the participants themselves; and third, the use of field notes to monitor the fidelity of 

the implementation is an excellent alternative to studies where one vague method is 

compared to another vague method (Rosenshine and Furst 1973: 153). 

Critics of these approaches contend that since the criteria governing the 

selection of the events on which to focus attention are implicit and rarely available for 

consideration by others, the meaning of the evidence gathered during the observation 

may not be clear to anyone but the observer (Galton 1987). Guba and Lincoln 

(1987) counter this criticism, saying that an important contribution to understanding 

the events that occur in classrooms, and a barrier against misinterpretation of what is 

observed, are the insights developed through acquaintanceship with the subjects. 

4.6.2.2. Interviews with FBT Teachers 

The writer adopted the technique in order to get evidence about events which 

were hidden and hence would not come to the surface in the observation. These 

events may not currently exist, or may exist but require some corroborative 

explanation, or cannot be gathered by observations (Anderson and Bums 1989: 118, 

Dyer 1976: 14). This helped to clarify the writer's findings, for as Burgess (1984: 101- 
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121) notes, in the hands of the qualitative researcher the interview takes on a shape 

of its own. 

The writer adopted the technique of the unstructured in-depth interview. The 

interviews are planned as 'conversation' pieces rather than 'inquisitions' (Simons 

1982), allowing the interviewer greater scope in asking questions out of sequence, 

and the interviewees of answering questions in their own ways. The main aim of the 

unstructured interviews in this study is to provide for a greater and freer flow of 

information between the researcher and the subject. 

Although the writer used the unstructured approach, she had a wide check-list 

of ideas and areas she wanted to explore in the interview but allowed the 

interviewees plenty of freedom to talk about whatever they liked (Hitchcock and 

Hughes 1989: 87); but always bore in mind the reminder from Lewin (in Vulliarny et 

al 1990) that unstructured approaches, where there is literally no structure and no 

agenda to follow, appear a luxury, and are simply not appropriate for research. 

There was a 'general interview guide' approach (Patton 1980) based on an agenda of 

issues identified from the research guide. 

A criticism of this type of interview is that it is very time consuming (Bussis et 

al 1976: 42-43). Those who use this technique rely on the honesty and truthfulness of 

those responding to the questions asked. Several threats to honesty and truthfulness 

have been identified (Webb and Campbell 198 1), but the writer felt that this approach 

allows flexibility so that when there was the need for more clarification, the question 

could be asked from a different angle to check the honesty and reliability of the 

answer. It is also important that the respondent fully understands the question, its 

meaning and implications. Open ended responses permit the respondent not only to 

express an opinion but also to explain why that opinion is held and the researcher 

gets a richer set of evidence in its 'rawest form' (Anderson and Burns 1989: 120). In 

gender issues it is often better for women to interview other women (Oakley 198 1, 

Finch 1984, Devault 1990, Lather 1988, Stacey 1988). Such a division of labour by 

gender is a characteristic of much anthropological team-work (Wax 1979. However, 

this is not necessarily the case, especially in studies of school students and teachers. 

For example, Ball (1985: 30-40) actually found the female students in his study more 

forthcoming than the males. A similar situation occurred with the writer, being a 

woman researcher she was concerned that her subjects would not be open, but it did 

not happen in practice. They were open, frank and had a trust which was lacking 
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between teachers and the local education officer. This was confirmed by the local 

education officers when they commented: 
"You won the confidence and trust of the teachers, which we could not. They 

hide things from us, taking our visits as a threat but they are more open 

and discuss problems and issues with you rather than with us, even though 

you are further up the hierarchy. " 

The writer believes that this atmosphere is created by four factors: showing trust, 

maintaining confidence, not being harsh and critical, and showing respect and value 
for their opinion. Bogdan (1992.100) thinks that some men talk more freely to 

researchers who are women. 

Ten FBT teachers were selected for interviews, five whose classes were 
involved in this study and five randomly selected teachers trained under FBTDP. 

Interviews were based on their views of the FBTDP and their own teaching. 

4.6.2.3. Children as Informants 

-FBTDP was an innovative program which was launched in Chitral in 1988, 

but innovation with its inherent conflicts often becomes an end in itself and students 

may get thoroughly lost in the process. While research of the 1980s began to look at 

students as active participants in their own education, too little has actually happened 

to enhance the role of students as members of an organisation (the school). 

According to Fullan and Stiegelbauer (1991) educational change is a people related 

phenomenon for each and every individual. Students and young children are people 

too, but the dilemma is that students are hardly treated as people in Pakistan. The 

community of students is completely ignored, their thoughts, views, and perceptions 

are not taken into account. They have been the subject of many research projects but 

they have not been involved in the research process. The writer's experience is that if 

students' views and perceptions had been seriously taken into account by the 

researchers and education authorities, many innovative programmes could have been 

successful and more realistic approaches might have been adopted. 

It was decided to interview the students who appeared in the test and who 

were also observed in classes in order to find out what they think about their 

teachers, the teaching style and about their learning and school. This is a very 

difficult task, because these female students are very shy, culturally very depressed 

and always discouraged from talking, laughing or enjoying their learning. 
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A number of researchers are now focusing upon pupils' viewpoints or pupils' 

strategy (Eastabrook and Fullan 1978, Woods 1980, Beynon 1984: 121-44, Goodlad 

1984, King 1986, Pollard 1987: 95-118, Sharon and Shaulov 1989, and Pollard et al 
1994). Using children and pupils as informants raises a number of problems, but 

despite the obvious differences in status, sensitive researchers have been able to 

develop good ethnographic descriptions of child culture, its perception and life in 

school. 

In this study, information which was gathered from the students helped the 

writer to understand some issues and answered of some of the questions which were 

related to this study and are discussed in the chapters which follow. 

Interviews were taken from 20 students, selected randomly from 9 schools 

and from those classes which were involved in this study. The schools are from 

different valleys and students have no contact at all with each other. The writer's 

initial intention was to compare both categories of students, but because the 

responses were so consistent, they will be presented and discussed using common 

diagrams, charts and tables in Chapter V. 

4.6.2.4. Documentary Evidence 

The term 'document' is used in this study to refer to all the official written 

materials i. e. FB reports, AKES reports, school records, students records, memos, 

minutes of meetings and letters. Such sources have been viewed by many researchers 

as extremely subjective, representing the bias of the promoters, especially when 

written for external consumption, presenting an unrealistically glowing picture of 

how the organisation functions. It is precisely for these reasons that the writer was 

interested in them, and the design of the study allowed for documentary analyses to 

be conducted before and after the main data gathering activity. Although Fetterman 

(1989) considers written documents to be one of the most valuable and time saving 

forms of data collection, in this case the source of the documentary data collection 

did not provide an insight into the FB system, simply because the quality of the 

content of the limited number of documents was so low. Meagre though the 

resources were, they helped in the refinement of the research questions and in 

preparation for the interviews; and also to appreciate that the 'official linel can be 

sincere or misleading in either its written or oral form. The divergence between the 
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policy of officialdom and the reality of practice can itself trigger new insights and lead 

to deeper probing. 

4.6.2.4.1. Personal Documents 

Since childhood the writer has kept a diary, as a way of maintaining factual 

and descriptive records of what happens during the day. The basic writing style of 

this diary is non judgmental and the writer gets great pleasure in reading previous 
diaries and being reminded of her past school and fan-fily life. The diary became an 
invaluable source of reference during the research study. In the research literature 

the phrase 'personal documents' is often used to refer to any first person narrative 

that describes an individual's actions, experiences and beliefs (Plummer 1983, Taylor 

and Bogdan 1984). The criterion for calling written material 'personal documents' is 

that it is self revealing of a person's view of experiences (Allport 1942). 

During the data collection phase, a relationship of trust was built between the 

writer and the subjects, four subjects even gave her their personal diaries to read 

saying: 

if although these are our own very personal documents, we are lending them 

to you because we know that you will not use our names. It might help you 

to know about our beliefs, perceptions, andfrustration with the FB and the 

system. We are not as bad teachers as is claimed, we have potential but the 

environment and the politics of the system don't allow us to develop ". 

These diaries gave the writer a valuable insight into FB training, the school system, 

the MTs' attitude towards the teachers, and the latter's reactions which could not 

come to the surface unless there was a feeling of trust. 

4.6.2.5. The Research Process 

The difficulty in deciding the point at which a research project actually begins 

is one of the issues which Burgess (1984) addresses in a review of his own work and 

the work of several other field researchers. In the case of this study the process 

began the other way round. The field experiences during visits to schools and the 

writer's personal interest and involvement in AKES raised some questions in the 

writer's mind, and the literature of FBTDP turned these questions into research 

problems. This route to starting research is supported by Burgess: 

"Sociologist studying their own societies may have experience of particular 
roles and social settings that can be utilised in their own research. " 

BURGESS 1984: 32 
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Burgess (1984) points to three factors which influence the choice of a 

research site: willingness of members of the institution to co-operate with the 

researcher, convenience, and ease of access. In this study all the factors were present 

except the last one. Geographical and political problems forced the writer to select 

sites accordingly. 

4.6.2.5.1. Sampling Procedure 

The decision about how to select samples is commented on by Vulliamy: 

"a typical compromise between what is most desirable from the 
research point of view, and what is most practical" 

VULLLA, MY et al 1990: 4 10 

Concerns about familiarity have been raised in an earlier section, and Shulman 

(1981: 11) warns that the selection of appropriate methods for a disciplined inquiry is 

one of the most important and difficult responsibilities of a researcher. One problem 

which was faced in the methodology was in selecting the numbers to involve in each 

category. The researcher is always faced with this problem of whether to gather less 

data on more units or more data on fewer units. The writer decided to go for depth. 

A sample of nine Class V classes were randomly selected from AKES schools 

in Chitral for the achievement test and classroom observation. Five classes had been 

taught under the FBT teachers, and four classes had been taught under the NFBT 

teachers. Class V was selected as it represents the final stage of primary education. 

A random selection of twenty students were selected for interviews, fifteen students 

with FBT teachers and five students with NFBT teachers. Ten FBT teachers were 

selected for interviews, and of these five had their classes observed. 

4.6.2.5.2. Interview Guide 

An interview guide was drawn up to ensure that each respondent covered the 

general topics to be investigated. From this interview guide, a pool of questions was 

compiled to be used as an agenda or aid during the interview session for different 

levels. Lewin (in Vulliamy et al 1990) refers to his outline agenda which included 

4probing' questions devised beforehand, while Burgess(1984) maintained a topic list 

covering a range of themes in all the interviews that could subsequently be compared. 

4.6.2.5.3. Observation and Other Data Collection Methods 

For the observation and other data collections methods there was no prior 

preparation except in making arrangements to visit the school. Because these 
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constituted one of the necessary, scheduled visits for the schools there was no need 

to give any prior warning. Gaining access was not a problem to the writer, as she 

was a member of the organisation, but on occasions she had to resort to using covert 

methods as has been explained earlier. 

4.6.2.5.4. In the Field 

The field work was conducted over a period of twelve months. The first nine 

visits were used by the writer to administer the achievement test with the help of one 
local Senior Education Officer (SEO). Then eight visits were made per school to 

observe classes, followed by evening interviews with the teachers and students. 
During the class observation, the SEO accompanied the writer on a number of 

occasions but was not present in any of the interview sessions with the teachers, as 

they might have been uncomfortable in his presence and have been less forthcoming. 

Interviews were conducted in many settings. Most of the sessions consisted 

of individual interviews but a few involved four or five teachers at a time. The 

questions were open ended and encouraged the interviewees to speak up. The writer 

felt that during the interviews the teachers were enthusiastic, open, wanted to share 

their experiences and problems related to school life and teaching/ learning in the 

classroom, and were forthright about what they had received during their training and 

what they were now expected to do. Many of them said: 

"This is the first time that we have been allowed to share our experiences 

with management without any fear of penalty. Normally we are passive 

listeners and are not encouraged to think". 

Here the writer could not separate her role as a researcher from her professional role. 

The interview questions were based on the FBTDP methods of teaching, 

issues related to the teaching, issues which arose during the observation, and some 

generalised topics gleaned from the FBTDP literature and reports written by Bude 

(1990,1993). The open ended nature of the interviews gave the respondents the 

opportunity to express an opinion and explain why such an opinion was held. The 

writer took care to practise what Lewin (1990: 123) advises about questioning, for 

example by communicating personal interest and attention to the subject by being 

attentive, nodding the head and using appropriate encouraging facial expressions. 

Although a good qualitative interview requires avoiding questions which can be 

answered by yes or no, or that lead to short responses (Patton 1980), the writer 
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found that starting an interview with an open ended question often resulted in an 

uncomfortable silence. It was found to be more effective, to first obtain a positive or 

negative response to a direct question and then once some confidence had been 

gained by the interviewee to follow these with open ended questions. A similar 

strategy was adopted by Vulliamy et al (1990: 10 1) when he was conducting research 
in Papua New Guinea. 

One strategy which the writer attempted but found unsuccessful, was to put a 

group of senior and junior interviewees together to save time. In this situation the 

juniors did not openly participate in the interview, their role became one of 

supporting and agreeing with the seniors no matter how they felt, or to remain 

predominantly silent restricting most of their answers to 'yes' or 'no' but always in 

harmony with what the older teachers were saying. It was apparent from this 

experience, that it was essential to interview juniors separately from seniors. These 

younger teachers later told the writer that to speak up in front of the older people of 

even disagree with them is not very acceptable in their culture. The elder is always 

right in this society. To what extent this deference affects the success of the FBTDP 

in the classroom teaching/ learning situation must be a subject of further 

investigation. 

Interviews with children proved to be a very time consuming activity, for the 

writer could not start business straight away. The writer was a stranger to them in 

terms of the area, language, and culture and the female students come from a cultural 

background where they are encouraged not to talk to outsiders. Shyness is part of 

their culture, when they see an outsider like the writer, they put a long scarf around 

their face. The writer arranged many informal, and what Bodgan and Bilken (1992) 

call 'chit chat' sessions just to develop a closer relationship. After becoming more 

familiar with the children, they were able to give the writer much information which 

proved to be very useful for this study. The writer believes that involving students in 

research is almost non existent in Pakistan. She feels that their ideas should be taken 

into account and should not be underestimated simply because they are children. All 

the interviews were held in an informal setting outside the working atmosphere, 

usually in the evening over a cup of Qahwa (a local kind of green tea), when the 

subjects were 'at ease', a necessary requirement according to Briggs (1986). Most of 

the time the interview sessions were what Morgan (1988) terms cpurposeful 

conversation'. Although the interviews were relatively open ended, they were 
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focused around particular topics and guided by some general questions (Merton and 

Kendall 1946). 

4.6.2.5.5. Post Field Work 

Vulliamy and Webb define analysis as: 

"the process of bringing order to data by focusing on key issues, 
theories and categories" 

VULLIAMY and WEBB 1992 

Miles and Huberman (1984) conceptualise analysis as three concurrent activities: data 

reduction, data display and conclusion drawing verification. The process is seen to 

involve decisions, judgements and the generation of insight that assist the researcher 

in the construction of an argument that makes sense of experience (Stephens in 

Vulliamy et al 1990). This contributes to what Glaser and Strauss (1967,1968) call 

'progressive focusing' which limits and clarifies the scope and aims of the research 

project. 

The on-going nature of data analysis in qualitative research and its reliance on 

the creative imagination of the researcher is highlighted by Hammersley and 

Atkinson: 

"In ethnography the analysis of data is not a distinct stage of research. It 
begins in the pre-field work phase, in the formulation and clarification of 
research problems, and continues into the process of writing up. Formally it 

starts to take shape in analytic notes and memoranda, informally, it is 

embodied in the ethnographer's ideas, hunches and emergent concepts. In 
this way the analysis of data feeds into the process of research design. " 

HAMMERSLEY and ATKINSON 1983: 174 

The pre-field work which led to the formation of the research design, and the 

process used for bringing order, structure and meaning (Marshall and Rossman 1989) 

to the data collected will be discussed. 

4.6.2.5.5.1. Observational Anaysis 

The data collected from classroom observation was from systematic 

observation and unstructured observation. The data collected from systematic 

observation were given to three trustworthy Education Officers from outside Chitral 

for independent coding. Identities were changed into codes to ensure confidentiality. 

The three education officers' coding was very similar to the writer's coding. All 

coders developed a taxonomy of nine activities, eight being the same in all four lists. 

They were able to describe what was being studied without bias or prejudice (Galton 

1987, House 1980). Similar approaches were adopted by Berliner (1983: 10), Gump 
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(1967) and Stodolsky (1988). The observations which were made under 

unstructured observation were categorised according to actions observed by the 

writer. 

4.6.2.5.5.2. Interviews 

The following procedure was adopted: 
Stage I All the notes were collected from the interviews and read again to 

recapture the mood, tone and general feeling of the interviews. 

Stage 11 All the important lines, phrases, words, and comments which were 

considered relevant to the study were underlined. 
Stage III Coding categories or 'organisers' (Lewin, in Vulliamy et al 1990) were 

established. These were based on the topics that were prepared before 

the interviews though there was a 'rag bag' (Vulliamy and Webb 1992) 

into which other data were classified for subsequent use. The main 

purpose of the coding is to organise the data, making it easier for the 

researcher to discern regularity and patterns and to acknowledge which 

features are important. 

Stage IV The units of data were then regrouped into categories and each interview 

was written up. Each interviewee was assigned a code, the first part of 

which identifies the respondent. The data were then used to build up a 

database, but it must be acknowledged that the records are a selectively 

filtered version of the conversations which took place, and the database 

interrogator may not be aware of what has been omitted or of the criteria 

used for inclusion or omission. 

4.6.2.5.5.3. Documentary Analysis 

Documents selected for this study include FBTDP reports, AKES Chitral 

quarterly reports, teachers' personal diaries which they were very kindly lent to the 

writer, and correspondence. The relevant data was separated out and noted down 

for reference material and evidence for the study. 

4.7. QUANTIFYING DATA 

Initially it was not realised that the qualitative data could usefully be 

presented in a statistical form. Jamal (1991) says that during the research many 

events occur which can easily be converted into graphs, tables and pie charts without 

making any conscious efforts to get involved in quantitative data collection. This is 
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exactly what happened in this case for the implicit 'counting' that occurs in the data 

collection exercise which had been largely transparent to the writer. Wherever 

possible, data will be presented in a quantified form followed by some selected 

responses of the interviewees for collaboration. 
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CHAPTER V: ANALYSIS OF DATA 

5.0. INTRODUCTION TO DATA PRESENTATION 

The aims of collecting the data, the methodology employed in collecting the 
data, analyses of the data, and conclusions to be drawn will be covered in this 

chapter. 

5.1. DATA COLLECTION AIMS 

A critical question when judging the effectiveness of primary schools is how 

much learning actually takes place amongst the students. In this study the writer 

wanted to see the effects of the FBTDP on the achievements of students and the 

classroom practices of the teachers. The underlying assumption is that the increased 

academic and general supervision, guidance, resources, and intensive full year 

training in classroom teaching that FBT teachers receive, will result in better 

instructional practices and higher achievements of the students. 

Although the science class was selected for classroom observation and 

student performance was tested only for science, the findings relating to the 

classroom teaching pattern, teachers' behaviour and students' behaviour is equally 

applicable to all the subjects taught by the teachers. Similarly, students' responses 

with respect to teaching and teachers' behaviour is equally applicable to all the 

subjects. The extension of the findings to all subjects is valid given that teachers 

cover all the subjects in all the classes due to the two teacher schools, and no 

evidence is available to suggest that they vary teaching patterns or styles for different 

subjects. 

5.2. PRESENTATION OF THE DATA 

The data analysis is split into four parts: 

PART 1 deals with the results of the Achievement Test. The data are subjected to a 

t-Test analysis to establish whether or not the two groups can be regarded 

as significantly different. The achievement test scores are analysed further 

to see if there are any strong characteristics evident and to draw 

conclusions. 

PART 2 deals with Classroom Practice. Quantitative and qualitative data about the 

proportional allocation of time for different activities on the part of the 

77 



teacher and the students are analysed to find out how the classroom is 

organised, and what is the current teaching/ learning style. 
PART 3 deals with comments of the students about the teachers' teaching styles and 

behaviour. The responses from the students are reviewed and put in context 

with the data from the previous sections. 
PART 4 deals with comments of the teachers. The views of the teachers about their 

teaching, training and the FBTDP, are analysed. 

Data were collected from different sources, such as achievement test results, 

classroom observation, interviews and documents, to ensure that conclusions and 

findings are based on evidence triangulated from several perspectives. 
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PART I 

5.3. RESULTS OF THE STUDENT ACHIEVEMENT TEST 

5.3.1. RESEARCH QUESTION 

Is there a difference in the achievement level of the students of class V in 

science taught by FBT teachers compared with those taught by NFBT teachers ? 

5.3.2. STATISTICAL HYPOTHESIS 

The students taught by FBT teachers will perform better than those taught by 

NFBT teachers. 

5.3.3. CONDITIONS 

The samples were selected randomly from the two groups. Both samples 

were independent. 

5.3.4. t-TEST 

The statistical technique used to compare the two samples is the t-Test. 

5.3.5. SIGNIFICANCE LEVEL 

The significance level chosen to determine if the populations were different is 

at 0.5, on a one tail test. 

5.3.6. RESULT OF TIFIE t-TEST 

The t-Test checks the hypothesis that the overall score of students taught by 

FFBDT teachers is significantly different to that of the students taught by the NFBT 

teachers. The results are shown in Figure 5.1 (see also Appendices 2 and 3). 

The result of this achievement test indicates many interesting features. The 

most important finding of this study is that statistically there is no significant 

difference between the students taught by teachers trained under the two different 

methods. Therefore the hypothesis is rejected. 

In Pakistan, the minimum score expected of a student to pass an examination 

is 33%, equivalent in this achievement test to a score of 17 out of the 50 questions. 

When these same tests were being evaluated and developed in Sind Province the 

mean score was 31.4 (62.8%), but in Chitral both groups scored well below the 

minimum expected level. In overall correct, written responses the mean is 8.2 

(16.4%) for the students taught by FBT teachers, and 7.4 (14.9%) for the students 

taught by NFBT students. These scores increase if oral responses are allowed, to 

79 



FIGURE 5.1 
Comparison of t-Test Analysis (based on One Tail) between scores of 

students taught by FBTT and NFBTT 

Question Correct Responses 

Area Response FB 
(n = 46) 

NFB 
(n = 34) 

Calc Signif 

type mean sd mean sd t Non Sig 

Knowledge written 5.196 3.090 4.882 2.233 0.503 NS 

oral 3.652 3.684 3.118 4.086 0.612 NS 

(30 questions) total 8.848 4.597 8.000 5.319 0.763 NS 

Understanding written 3.022 3.715 2.559 1.006 0.707 NS 

oral 2.130 3.187 2.941 3.918 -1.020 NS 

(20 questions) total 5.152 4.912 5.500 3.829 0.338 NS 

TOTAL WRITTEN 8.217 5.864 7.441 2.757 0.715 NS 

ORAL 5.783 5.532 6.059 5.179 -0.186 NS 

(50 questions) TOTAL 14.000 7.857 13.500 6.021 0.310 NS 
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14.0 (28.0%) and 13.5 (27.0%) respectively, but even these scores remain 

unacceptably low. 

If the results are broken down into knowledge-based and understanding-based 

questions and the two samples compared, then it is clear from the table that both 

groups scored better in written responses in the knowledge-based areas. 
In knowledge-based written responses, the FBT students achieved a mean of 

5.2 correct responses out of 30 questions (17.3%) with the NFBT students achieving 

a mean of 4.9 (16.3%). Taking into account written plus oral responses, the means 
increase only to 8.8 (29.5%) and 8.0 (26.7%) correct responses respectively. These 

findings indicate that there is no difference between the two groups, and that even in 

the knowledge-based portion of the test (i. e. based on factual textbook information) 

the scores of both groups is very low. 

In understanding-based, written responses the FBT students achieved a mean 

of 3.0 correct responses out of 20 questions (15.1%) with the NFBT students 

achieving a mean of 2.6 (12.8%). These are very low scores and indicate that the 

students cannot make interpretations beyond the examples given in the textbooks. If 

correct written plus oral responses are considered, then the means increase only to 

5.2 (25.8%) and 5.5 (27.5%) respectively. 

The overall results show no difference between two groups. This is the major 

finding of this study, which answers the research question. 

5.3.7. RESPONSES ANALYSIS BY SCHOOL 

Responses from students taught by FBT and NFBT teachers were analysed by 

school and are shown in Figure 5.2. Overall, the students taught by FBT teachers 

gave 16.4% correct written responses in comparison to the 14.9% attained by 

students taught by NFBT teachers. The overall result difference in written responses 

is not significant. 

Individual class performances of the students taught by FBT and NFBT 

teachers show marked variation (see also Appendices 2 and 3). Students from school 

5 taught by teacher FBTC gave only 4.0% correct written responses after completing 

one whole year of schooling even though there were only 8 students in the class 

(generally regarded as a very easily managed figure for a teacher) whilst students of 

school I taught by teacher FBTA scored 20.0% in written responses with double the 

number of students in the class. 
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FIGURE 5.2 
Comparison of correct responses of students taught by 

FBTT and NFBTT 
(Knowledge + Understanding, total questions = 50) 

CORRECT RESPONSES 

Schools Teacher No Total no Written Written + Oral 

students Questions Total % Total % 

I FBTA 16 800 160 20.00 294 36.75 

3 FBTB 6 300 39 13.00 66 22.00 

5 FBTC 8 400 16 4.00 37 9.25 

6 FBTD 6 300 47 15.67 75 25.00 

9 FBTE 10 500 116 23.20 172 34.40 

TOTAL 46 2300 378 16.43 644 28.00 

2 NFBTF 14 700 82 11.71 173 24.71 

4 NFBTG 8 400 50 12.50 69 17.25 

7 NFBTH 3 150 26 17.33 58 38.67 

8 NFBTI 9 450 95 21.11 159 35.33 

TOTAL 34 1700 253 14.88 459 27.00 
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Similarly there is wide variation in the students taught by NFBT teachers. 

Students taught by teacher NFBTG only scored 12.5% in written responses while 

students taught by teacher NFBTI scored 2 1.1 % in written responses. 

Figure 5.2 shows that although the overall scores are very low, nevertheless 

some teachers are clearly getting better results from their students and are probably 

teaching better than others. This will be confirmed by other sources and is discussed 

in Part 11 and Part 111, but the overall low scores after a full year of study do raise 

concerns about the value to the students of attending school if the net result is such a 

mediocre performance. It also raises a number of questions about teacher 

performance and supervision of AKES schools and training centres. 

5.3.8. OVERALL COMPARISON OF CORRECT RESPONSES 

The percentage of total correct responses of both groups of students for the 

different cognitive areas is shown in Figure 5.3. If achievement in any form is 

considered, then there is an increase in the total percentage from 16.4% to 28.0% in 

the students taught by FBT teachers, and from 14.9% to 27.0% in the students taught 

by NFBT teachers. These scores represent the maximum possible attainable by the 

students in these tests and the reasons for these low achievement rates are considered 

in Parts 2,3 and 4. 

5.3.9. QUESTIONS RAISED 

These results place the value of FBTDP in question. What methods if any are 

learned during FBT training ? Are these techniques applied in the classroom ? What 

are the participant's feelings about the training ? What type of changes do these 

teachers bring in the teaching learning/ situation in the classroom ? Why are these 

teachers not effective ? In order to get answers to these questions a qualitative 

approach was adopted. 
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FIGURE 5.3 
Overall comparison of correct responses of students taught by 

FBTT and NFBTT 

Questions Answers 

Type of 
question 

Number Type of 
response 

No 
correct 

responses 

% 

Field Based knowledge 30 written 239 17.31 

Trained (1380) written+oral 407 29.49 

Teachers understanding 20 written 139 15.10 

(920) written+oral 237 25.76 

TOTAL 50 written 378 16.43 

46 students (2300) written+oral 644 28.00 

Non Field knowledge 30 written 166 16.27 

Based (1020) written+oral 274 26.66 

Trained understanding 20 written 87 12.79 

Teachers (680) written+oral 187 27.50 

TOTAL 50 written 253 14.88 

34 students (1700) written+oral 459 27.00 
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PART 2 

5.4. CLASSROOM OBSERVATION 

As discussed in Chapter 4, two types of observation were employed, 

systematic and non structured. From the Aga Khan schools in Chitral, five teachers 

were randomly selected from the FBT teachers and four from the NFBT teachers. 

Each teacher was observed eight times, for four classes under systematic observation 

and for four classes under unstructured observation. Total observation times for the 

FBT teachers' classes were 1400 minutes and t 120 minutes. 

5.4.1. SYSTEMATIC OBSERVATION 

The purpose of the systematic observation was to find out what activities 

were occurring in the classroom and the proportion of time spent by students and the 

teacher on these activities. After a total of 36 observations of both FBT and NFBT 

teachers a pattern of classroom activities emerged, shown in Figures 5.4 and 5.5. 

5.4.1.1. Time Spent by the FBTT and NFBTT on Different Activities 

In Figures 5.4 and 5.5 (see also Appendix 4) there was no activity occurring 

in either group which could be called 'a child centred activity' (one of the basic 

principles encouraged in the FBTDP). Use of the local environment (also a mainstay 

of FBTDP) was not being adopted by any of the teachers. 

Figures 5.4 and 5.5 also show that only three main techniques of teaching 

were taking place in the class during the writer's 700 minutes observation in FBT 

teachers' classes and 560 minutes observation in NFBT teachers' classes, namely: 

writing questions on the board, asking factual questions, and reading from the board 

for rote learning drill of the students. Individual guidance, correction of students' 

work, assessment and evaluation, and involvement of students was almost non 

existent or teachers were paying very little attention to these areas. This is true for 

both groups. 

Comparing Figures 5.4 and 5.5 with Figure 5.2 it can be seen what would 

appear to be a relationship between the scores of the students and the amount of time 

that a teacher spends in the classroom. All the scores were very low, but the best 

were achieved by students with whom the teachers spent more time. The students of 

teachers FBTA and FBTE managed to score totals for correct responses of 36.8% 
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FIGURE 5.4 
Field Based Teachers' distribution of time spent on different activities (Twenty observations, each teacher observed four times, for a total time of 140 minutes) 
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FIGURE 5.5 
Non Field Based Teachers' distribution of time spent on different activities 

(Sixteen observations, each teacher observed four times, for a total time of 140 minutes) 
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and 30.4 % respectively, which were the top scores, and these teachers also recorded 
the highest times spent in class. 

In Figure 5.2 the students of teachers NFBTH and NFBTI attained the 
highest scores in schools of this group at 38.7% and 35.3% respectively, whilst the 

teachers recorded the highest proportion of time spent with the classes, which was 
59.0% for both. 

In Figure 5.6 it is instructive to note that it was the NFBT teachers who spent 

more time in class than the FBT teachers; the NFBTT left the class 36% of the 

observed time while the FBTT left the class without any work for 43% of the 

observed time. The NFBT teachers also spent slightly more time in the three basic 

academic activities than the FBT teachers. These findings confirrn the students' 

concerns about wastage of time discussed in Part 3 and raises the issue of multigrade 

teaching and its management which should be addressed in the FBTDP, particularly 

as it claims to provide training in a "work related environment" (see Chapter 11). 

This issue is further explored in the section dealing with interviews of the teachers, 

and in the discussion in Chapter VI. 

It is not surprising that the scores in the achievement test were very low. But 

it is alarming that both samples are equally poor, both in the test results and in the 

classroom teaching/ learning situation. FBTDP was launched to improve the quality 

of education and bring about change in classroom practice by using progressive 

methods, but the implementation of these methods was never witnessed in this study. 

What went wrong with this innovative programme and at what stage ? Answers to 

these questions are sought in Parts 3 and 4 where student and teacher views are 

examined. 

5.4.1.2. Time Spent by the Students taught by FBTT on Different Activities 

The activities and time distribution of the students taught by FBT teachers is 

shown in Figure 5.7 and will be specifically examined but a very similar pattern 

occurred for the students taught by NFBT teachers. 

Figures 5.7 indicates almost a 50% waste of students' instruction time; they 

spend most time just sitting quietly, not engaged in any activities when they could be 

much more productively involved by working unsupervised on their own or in group 

work. 
If the categories where students are not involved in any activity - 'listening to 

the teacher', 'sitting quietly, 'other' and 'getting punishmentf - are merged, then on 
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FIGURE 5.6 
Distribution of Percentage of Time spent on different activities 

by FBTT and NFBTT 

% of Time 

45 -r 

40 

35 

30 

25 

20 

15 

10 

5 

0 

Activities 
Key 

I= Not involved with the class 
2= Writing questions and answers on the blackboard 
3= Asking factual questions 
4= Giving administrative instructions 
5= Reading from the blackboard or textbook 
6= Demonstrating scientific experiments 
7= Correcting student work 
8= Giving individual guidance 
9= Other 

88 

1 



FIGURE 5.7 
Percentage of time spent on different activities by the students 

taught by FBTT 
(20 observations, observed time = 700 minutes) 
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average 67% of the time is not being used productively. The writer includes 'listening 

to the teacher' in this category because there was no evidence by which the writer 

could judge whether they were actually listening or just looking at the teacher. Also 

the teacher's administrative and threatening instructions were not aimed at all the 

students. The writer's impression was that the majority of students were just looking 

at the teacher. It was felt that it would be possible to merge the category 'listening to 

the teacher' with a 'wastage of time' or 'disengagement' (Figures 5.9,5.12, and 5.13 

provide more evidence). 

There were only three activities happening in the class. The writer classified 

these as very basic memory oriented learning: copying from the blackboard, repeating 

questions and answers from the board, and responding to the teacher. Only 33% of 

the teacher's time was spent on these activities but the writer is hesitant to consider 

'copying from the board" as a leaming activity because there was some doubt about 

whether they were copying correctly and completely, and also about whether every 

student involved in this activity was able to understand and read from their own notes 

(Figure 5.9 and its analysis provide more evidence). These findings that teachers 

spend 33% of their time in very traditional stereotyped activities make a profound 

comment on the 'so-called' effectiveness of the FBT system. The experience of the 

writer is that untrained teachers in open areas and shelterless school give more 

attention and work to their students. 

5.4.2. UNSTRUCTURED CLASSROOM OBSERVATION 

A similar allocation of time to the structured classroom observation was taken 

for the unstructured observation. Each class was observed 4 times for a total of 140 

minutes. Five FBT classes and four NFBT classes were observed giving total 

observation times of 700 and 560 minutes respectively. No difference in teaching/ 

learning styles was identified between the two groups. A summary of these 

observations and transcripts of how the teacher and students behave in the class, are 

presented in Figures 5.8 and 5.9. 

5.4.2.1. FBTT and NFBTT Behaviour in the Classroom 

Figure 5.8 shows the range of activities which are characteristic of both the 

FBT teachers and also the NFBT teachers during unstructured observations of 700 

and 560 minutes respectively. Science activities were evident on four occasions by 

the FBT teachers and on six occasions by the NFBT teachers, consuming only 3% of 
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FIGURE 5.8 
Observed teacher behaviour by activity 

(observed time 140 min per teacher 

Teacher 

No of 
Q+Ans 

written on 
board 

No of 
questions 
asked of 
students 

No of 
Q+Ans 
drilled / 

read with 
students 

No of 
science 

activities 
demonstrated 

No of 
students 

work 
corrected 

No of 
students 

given 
individual 
attention 

FBTA 8 18 8 2 6 2 

FBTB 6 5 6 1 1 1 

FBTC 3 3 3 0 1 1 

FBTD 7 4 7 1 1 1 

FBTE 12 13 13 0 3 2 

TOTAL 36 43 37 4 12 7 

NFBTF 7 3 7 1 1 2 

NFBTG 6 4 6 1 1 1 

NFBTH 10 15 10 2 3 2 

NFBTI 8 20 8 2 3 4 

TOTAL 31 42 31 6 
18 19 
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the time, which supports the findings of Figure 5.6. There is no evidence of students 
being involved in science experiments or practical work either actively or passively. 
These activities therefore do not seem to play any role in students' learning and 

understanding. For example one FBT teacher, when writing questions and answers 

on the blackboard, suddenly stopped writing and took out a bar and horse shoe 

magnets from a drawer. He showed these to the students, named them and put them 

back in the drawer. When he was showing these magnets many students did not 

notice, they were busy copying the notes from the board and some students could 
hardly see them. He did not take any feedback to confirm either that students 

understood the names or recognised the shape of the magnets. Later on when the 

writer showed the magnets and asked questions about what the teacher had told them 

in the class, the students could not answer the questions. If this example is typical 

(similar examples occurred on many occasions), then it would seem that the demand 

of students for more explanation and encouragement to ask questions is justified (see 

Figure 5.17). 

In Figure 5.8 it can be seen that only 12 of the 46 notebooks from students 

taught by a FBT teacher were corrected, leaving 74% of them uncorrected. The 

notebooks of the students taught by a NFBT teacher suffered a similar fate, with 76% 

being ignored. Thus the request by the students that the teacher should correct work 

more regularly is justified (see Figure 5.19). Guidance from the FBT teacher was 

given to 7 of the 46 students whilst the NFBT teacher assisted 9 of the 34 students. 

This left 85% and 74% of their respective students to learn by their own efforts 

rather than with guidance from the teacher. Teachers do not have any plans or 

objectives about their teaching (see Part 3), they just come into the classroom open a 

book, write some questions and answers on the blackboard, go through rote learning 

drill with the students, maintain discipline by harassing the students and consider that 

their teaching job is done. 

In Figure 5.2, the students of teachers FBTA and FBTE from the FBT 

teachers and the students of teachers NFBTH and NFBTI from the NFBT teachers 

secured the highest scores in their groups. From Figure 5.8 it can be seen that these 

teachers asked substantially higher numbers of questions of their students - 18,13, 

15, and 20 respectively. Figures 5.4 and 5.5 show that these teachers spent more 

time than their colleagues in asking questions of the students, in rote learning 

questions and answers, and involved more students in these sessions (see Figure 5.9). 
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5.4.2.2. Students' Behaviour in the Classroom 

Figure 5.9 shows categories of student behaviour in the classes for both 

groups. In both samples the majority of students took part in the activity of 'copying 

from the blackboard', but as only 12 notebooks from FBT students and 8 from NFBT 

students were checked by their teachers (Figure 5.8), these do not represent a sample 
from which conclusive evidence can be drawn. However the notebooks that have not 
been checked do indicate that students are not clear about what they are writing 
down and there is considerable doubt as to whether they have understood the point 

of the exercise. When the writer checked the notebooks of the students of both 

groups many questions and answers written down were meaningless, for example: 
"Q-Where is the magnet strongest ? 

A-Light travels in straight line. " 

(01, BL) 

"Q-What are mammals ? 

A-Insect has three parts, feed their babies and bat is 
(04, RJ) 

"Q-What is the boiling point of water ? 

A- 0' C is the -------- and 1000 C is the melting point 
11, LP) 

"Q-Where are shadows formed ? 

A ------- is called the water cycle. " 

(0 17, FP) 

These are a few examples taken from students' written work. Not all students 

have science notebooks, and many of those that do have notebooks do not bring 

them into their science class. They often write in another subject notebook or on a 

slate which is cleaned after the class. There was a proliferation of spelling mistakes in 

questions and answers which were copied by the students in both groups, and many 

answers were incomplete or mixed up with other answers so that they would be of 

little or no use to the students (refer to Part 1). When compiling the results, spelling 

errors were ignored because not one student had spelt the answers correctly. when 

asked about learning from these notes, 15 out of the 20 students said that they never 

learned from the notebooks, they learned by monotonously repeating the question 

and answer with the teacher in the class. Figure 5.15 shows 'copying from the board" 
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FIGURE 5.9 
Behaviour of students taught by FBTT and NFBTT in class 

Number of students involved in 
activity 

School Teacher No 
Students 
in class 

Observed 
time 

Copying 
notes 
from 
board 

Responding 
to teacher's 

question 

Drilling 
with 

teacher or 
from board 

I FBTA 16 140 8 6 10 

3 FBTB 6 140 3 2 2 

5 FBTC 8 140 2 1 2 

6 FBTD 6 140 4 3 3 

9 FBTE 10 140 5 6 6 

Total FB 46 700 22 18 23 

2 NFBTF 14 140 6 2 4 

4 NFBTG 8 140 3 2 3 

7 NFBTH 3 140 2 2 1 

8 NFBTI 9 140 6 7 5 

Total NFB 34 560 17 13 13 
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to be very unpopular and it is clear that this activity is seen as irrelevant by the 

students. 
Figure 5.10 shows the number of science notebooks which students brought 

into the classroom for the science lesson, but in some cases (see Figure 5.9, schools 

1,5,9, and 4 where there are fewer students copying than notebooks available) 

students did not take them from their bags, and just sat quietly. The teacher ignored 

them and did not appear to be worried about students not taking part in the activity. 

Similarly in schools 6,2, and 9 students were busy in writing even though they had 

no science notebooks. It would appear that there are only two effective activities 

occurring in the classroom: learning by heart and responding to teacher's questions. 

Other activities which might have an impact on student's factual knowledge based 

learning were not evident in this study. 

Figure 5.11 shows that schools with the lowest percentages of students not 

involved in any activity (schools 1,9 for the FBT and 7,8 for the NFBT) are the 

students scoring higher in the achievement tests in Figure 5.2. This indicates that 

students who are involved in any active work, even learning-by-heart and responding 

to the teacher, score higher in the achievement test than those engaging in less active 

work such as copying notes from the board. 

To visualise the behaviour of teacher and students two diagrams of 

classrooms in School I and School 5 are shown in FIGURES 5.12 and 5.13. Both 

classes are taught by FBT teachers, School I students scored highest and School 5 

students scored lowest in the achievement test. These figures shows that there is 

hardly any communication occurring between student and student or student and 

teacher, they are all working in isolation. Many students are not involved in any 

activity and even for those who are involved, their involvement is irregular. For 

example in Figure 5.12, out of eight students, three students are not taking notes on a 

regular basis, only two students are receiving individual attention and only six of the 

students are responding to the teacher. In Figure 5.13, of the two students who are 

taking notes, only one of these is doing so on a regular basis. One student is getting 

individual attention and only one student is responding to the teacher. In School 1 

more students are involved in some kind of activity, particularly rote learning with the 

teacher. It seems that this activity helps students to memorise the text, which enables 

them to get better scores in an achievement test. 
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FIGURE 5.10 
Number of students with their science notebooks in class 

School Teacher 
Students in 

class 
Students bringing science copy 

to class 
number % 

I FBTA 16 10 63 
3 FBTB 6 3 50 
5 FBTC 8 4 50 
6 FBTD 6 2 33 
9 FBTE 10 7 70 

TOTAL , 46 26 57 
2 NFBTF 14 3 21 
4 NFBTG 8 4 50 
7 NFBTH 3 2 67 
8 NFBTI 9 5 56 

TOTAL 34 14 41 

FIGURE 5.11 
Students not involved in an activity during classroom observation 

(each teacher observed four times, for a total of 140 minutes) 

School Teacher students in class students not involved in any 
activity 

number % 

I FBTA 16 5 31 

3 FBTB 6 3 50 

5 FBTC 8 5 62 

6 FBTD 6 3 50 

9 FBTE 10 3 30 

TOTAL 46 19 41 

2 NFGTF 14 6 42 

4 NFBTG 8 4 50 

7 NFBTH 3 1 33 

8 NFBTI 9 3 33 

TOTAL 34 14 41 
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FIGURE 5.12 
Movements, Activities and Interactions of students & teacher in class 

(School 1, Teacher FBTA, Observed time = 140 minutes) 

oor 

FIGURE 5.13 
Movements, Activities and Interactions of students & teacher in class 

(School 5, Teacher FBTC, Observed time = 140 minutes) 
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From an analysis of the classroom observations and the students' achievement 

score there is some evidence to indicate that the students who have higher 

achievement levels are those whose teachers spend more time in class reading 

questions and answers and drilling these questions and answers so that they are 
learned by heart. As many students as possible should be involved and the process 

should occur regularly to reinforce the learning. This conclusion holds for both 

samples investigated. Copying notes does not seem to have an impact on students' 
learning because they so infrequently use their notebooks for learning and revision 

purposes. 

A number of questions arise from these observations. Did the teachers learn 

and practise the different teaching methods, lesson planning, schemes of work and 

time management during their training ? If they have learned these techniques then 

why are they not applying them in the classroom and what justification do they have 

for this ? These questions will be addressed from an analysis of the interviews with 

the teachers. 
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PART 3 

5.5. INTERVIEWS WITH THE STUDENTS 

The major aim of this investigation is to find out about the students' 

perceptions of their teachers, the teaching, and the classroom climate in which the 

teaching/ learning process takes place. The improvement of the latter is a stated 

objective of the FBTDP. As mentioned earlier, twenty students were randomly 

selected from the observed classes taught by FBTT and NFBTT, but the responses of 
both groups were so similar that the writer has presented the results jointly in this 

part. 
All the interviews, chit-chat sessions, and conversations with the students 

were held in Urdu, with the students using this language in a confident manner. Note 

that in the discussion on the achievement test, students resorted to use of the local 

language and this discrepancy raises questions about the validity of the oral data. For 

the purpose of this paper the students' responses have been translated into English, 

but sometimes it can become very difficult to express the same tone, strength of 

emotion, and feeling in another language, although every effort has been made to lose 

as little as possible in the translation. Wherever there was doubt, the writer sought 

clarification of phrases such as ' threatening' or 'neglect' when used by the students. 

When first asked questions about their science classes, almost all the students 

indicated that the teachers dealt with subjects in the same manner. In order to keep 

them at ease, the writer decided not to use the word 'science' in the rest of the 

questions. The responses therefore apply to all the subjects in which the students 

were taught by the teachers. 

5.5.1. PERCEPTIONS BY STUDENTS OF THEIR CLASSROOM CLIMATE 

Students were provided with a list of words both positive and negative in tone 

and asked to pick out a maximum of four words which best described their classroom 

climate, though other words not included in the list were accepted (see Appendix 5). 

The responses of students are shown in Figure 5.14. The writer was often a little 

surprised by the strength of the replies received and there is no doubt that the 

answers she received and noted were valid responses from the students. The students 

were clear about what they were saying and were clear whenever asked for further 

explanation. 
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FIGURE 5.14 
Words used by the students to describe their Classroom Climate 

(N=20) 
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5.5.1.1. Negative Climate 

Although there are as many positive as negative words included in the list, the 

students chose only the words with a negative connotation. The word 'threatening' is 

not included in the list but seventeen out of twenty students added this term to 

describe their classroom climate. Even when talking with the writer they were 
frightened that their confidences would be abused and that they would then be 

subjected to punishments from the teacher if he got to hear of the source of any 

unfavourable comments. Only after the writer promised 'with hand on head and wish 

to die' that their comments would remain confidential, did the students become much 

more relaxed and at ease. 

5.5.1.2. Threatening 

The students were asked "what do you mean by 'threatening' Typical 

replies were: 
"Whenever he is angry, of course he is always in a angry mood, he says, 'I 

will beat you, you don't know me how strict I am'. We know. " 

"The teacher says 'the power of my one hand will be enoughfor you, and my 

slap you will rememberfor your whole life. '" 

"Sometime he enters in the class and without any reason he beats two to 

three students and says ' by this treatment you will learn obedience because 

you are girls and deservefor this treatment. '" 

"He comes in the class with a stick, beats the stick on the table forcefully 

and says, 'keep quiet'. I do not understand why he threaten us by stick, by 

his language and by his facial expression, honestly we don't know what we 

did wrong. " 

"I am frightened of my teacher, when he calls me or comes towards to Pull 

my hair, I start to making mistake because offear. " 

(compiled from students' interview responses) 

5.5.1.3. Aimless 

When asked why the school climate is 'aimless', students typical replies were: 

ffmost of the time we sit quietly and do nothing " 

"because we hardly understand what he is teaching 

"because we neverfinish our book in the whole year" 

"because he teaches onlyfew chapter in the whole year" 
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ttwe just come and copy from the blackboard or book but not every day 

even 11 

(compiled from students' interview responses) 
5.5.1.4. Dirty 

The word 'dirty' tended to be applied in a general sense, when the writer asked 'Why 
did you say dirty ? To me your classroom looks clean" the students replied: 

"It is not true, we cleaned the class because my teacher told me you are 

coming. " 

"The class is very cold and rugs are torn so wefeel cold in winter. 
"My class is very dark, so sometime we could not see what he has written on 

the blackboard. " 

"There is no proper heating in the class, so in winter the classes are very 

cold, we could not write because my hands goes frozen but teacher beats, 

and says 'why don't you write ?'" 

(compiled from students' interview responses) 

The forthright nature of the answers was surprising. In their culture from 

childhood, women are discouraged from speaking up, they are told always to obey 

their male guardian. The climate of the classroom is in accord with this view, very 

threatening and insecure. How have they become aware that they are not being 

treated in a humane fashion ? The responses of the students show that although they 

may be silenced by males, or elders at home and by teachers in schools, it could not 

stop the natural process of reflection and thought about their predicament. If they 

can trust the confidante then what they express will give a clear picture of the 

educational process which is occurring in their classes, but this may be missed by 

researchers involved in the technicalities of classroom observation. In a threatening, 

insecure atmosphere the teaching/ learning process will be ineffective. 

5.5.2. ACTIVITIES STUDENTS DISLIKE IN THE CLASS 

Students were asked to indicate the most boring activity that occurs in the 

class and the responses are shown in Figure 5.15 (for details see Appendix 6). If the 

categories 'sit quietly', 'do nothing', and 'not allowed to talk' are merged, it is clear 

that 52% of the students resent activities that do little other than waste time. As they 

commented: 
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FIGURE 5.15 
Activities students dislike in class 

(N=20) 

Not allowed to talk or 
move 
14% 

Read from 
blackboard 

14% 

Listen to boring talk 
10% 

Doing nothing 
5% 

Sit quietly 
33% 

To be in Clas! 
5% 

Copy from board 
19% 

FIGURE 5.16 
Activities students like in class 

(N=20) 

Nothing 
25% 

Good mood 
5% 

Asks questions 
5% 

Not know 
35% 

Keeps bu 
25% 
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"Teacher never understand we come to school not to sit quietly but to do 

work. " 

"Please you tell the teachers when they leave the class give us some work. " 

"It is very boring to sit quietly and do nothing, my mother told me school is 

a place to learn, I do not know what I am learning, most of the time I sit 

quietly. " 

"He himself leaves the class, talks to his friends and relatives who come to 

school and never allow us to talk to ourfiriends in class. " 

"One day teacher was not in the class, I was asking a sum from my friends. 

Suddenly teacher came, saw us, and beat us with stick why we were talking. 

I still do not understand the reason of this punishment. Now my friend 

never help me. " 

(compiled from the students' interview responses) 

In addition, 43% of the students do not like activities such as 'reading from the 

blackboard', 'copying from the board' and 'listening to the teacher talking'. They gave 

the following reasons to the writer: 

"because we cannot read his writing on the blackboard. 

"blackboard is very rough so writing is not very clear. " 

"he repeats the same questions many days, although we learn in first day. 

"I cannot see the blackboardfrom my place. " 

"he writes very small so I can not understand. 

During the classroom observations, many of the points raised by the students 

were confirmed, and these were discussed in Part 2 under Classroom Observations. 

The students' dislikes are associated with three fundamental areas: wasting time, 

aimless repetition of activities, and poor physical facilities. From Figure 5.4 and 

Figure 5.5 it can be seen that teachers spend most of their time involved in the very 

activities that the students dislike. These were felt to be valid responses supported by 

other evidence, and certainly indicate that the students favour a variety of activities so 

that all students have the opportunity to spend at least some time doing an activity 

that they personally prefer. 
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5.5.3. ACTIVITIES WHICH STUDENTS APPRECIATE IN THE CLASS 

Students are very clear about the activities and elements of the classroom 

which they dislike. They were also asked to identify which activities they like best in 

their class. The responses are shown in Figure 5.16 (see also Appendix 7). 

When posed this question the students were much slower to respond than was 

the case with the previous question and they took time to ponder over the 

possibilities before committing themselves to a reply. Even after taking a reasonable 

time to cogitate (5 - 10 minutes), 35% of the students were unable to indicate anything 

that they liked in the science class; 25% of the students said they did not like anything 

in the class, claiming that all classes are boring and the same; and 40% indicated 

some action and activity which they like in the class, 25% saying that they enjoyed it 

when the teacher kept them busy. The writer asked 'What did he do to keep you 

busy T They replied: 

he asks questions. " 

he gives us work to write from the book. 

he gives us question and we find our answers and he only give this task 

when visitors come. " 

(compiled from students' interview responses) 

One student said very pointedly that she enjoyed a 'visitors show'. Intrigued, 

the writer asked for clarification and was told: 

When some English people or big people come from helicopter. Teacher 

smile, give us group work, take us out of the class and not get annoyed. I 

like our teacher but when visitors go back the showfinished. " 

This indicates that the teacher can use a different model which is not threatening, 

which involves students participation and sharing, involves interesting activities like 

the use of the environment, and utilises a child-centred approach. But this is not 

what is practised on a regular basis in the class (see Figure 5-6). This is an issue 

which has great potential for further research. Students like to keep themselves busy, 

want more interaction and communication between themselves and the teacher and 

appreciate a pleasant atmosphere. They realise that this also impresses visitors, and 

since they occasionally experience the situation they know that this could be the norm 

and is not an imposition on the teachers. This model of teaching is an underlying 

assumption of the FBTDP, PTC and elementary science curriculum. 
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Since the writer faced some blocks with regard to what activities were 

appreciated by the students, she decided to ask them what alternative activities they 

would like to do in class. 

5.5.4. STUDENTS' PREFERRED ACTIVITIES IN THE CLASS 

The students were asked 'What activities would you like to do in the lesson ? 

The responses from the students are presented in Figure 5.17 (see also Appendix 8). 

Ten students indicated 'doing something' in the form of model making or 

drawing; ten students indicated they wanted to ask more questions to elicit further 

explanation from the teacher; and nine students wanted more control of their own 

learning. 

5.5.4.1. Asking Questions of the Teacher 

The students wanted to do this: 

"so I can understand clearly. 
"so I can learn the notes. " 

"so I can copy correctly from board" 

"so I know the meaning of the difficult words, like light travel on straight 

lines, because I do not know how it travels on straight lines. " 

(compiled from students' interview responses) 

5.5.4.2. Doing Ourselves / Talking to Each Other 

The students wanted to do this: 

"because it will be interesting " 

ttwe will enjoy and learn more because we will not waste our time 

"because it will give a chance to do work together" 

"because in teachers absence we can help each other and do our work" 

"because it will be less threatening and no fear ofpunishment', 

"because we will utilise our time in learning Y' 

"because I know I can explain my friends about ideas 

"because it will be fun and success, we did it ourselves" 

(compiled from students' interview responses) 

5.5.4.3. Variety of Activities 

The students wanted to do this: 

"because I am boredfrom copying and readingfrom the blackboard. 

"because we will learn more. " 
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FIGURE 5.17 
Activities wanted by students in class 

(N=20) 
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2= Doing ourselves 
3= Asking questions from teachers 
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6= Talking to each other 
7= Learning activities 
8= Observational activities 
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"because it will be fun" 

"because we will enjoy our science classes" 
"I like to make things and know why and how things work" 
"because we want a change which can reduce the wastage of our time" 

(compiled from students' interview responses) 
But the students were very realistic, commenting that they had no say in what went 

on in the class, that it was the teacher who decided what is done and how it is done. 

They recognised that he is the one with power and it was their place simply to be 

obedient. Several students commented: 

"Why don't you send our teacher to Karachi so he will learn how to teach 

and he will also learn that a teacher should not be threatening. " 

Some students had the experience of learning under the guidance of a 

workshop leader hired from Karachi who was the product of SIP (see Chapter 111). 

These students were very happy and impressed by the workshop leader's teaching 

and mentioned it in their responses. It is clear from the students' responses that they 

like variety, for example observational activities, more explanation, group activities, 

sharing ideas, experimenting and exploring. These activities are strongly 

recommended in the FBT document and the PTC and science manuals. Reference to 

Figures 5.4 and 5.5 shows that teachers are not organising these activities in the 

classroom. The students' wants are supported by the literature and research says that 

students learn more by doing and by involving the use of their senses (Qasim 1989, 

Bude 1993). 

Students do not want to work in isolation, they want group activities. As five 

students indicated, they want to talk to each other - not for gossiping, but to get 

through more work. They want both fun and learning, they want several varieties of 

teaching methods in which they can talk, move, and learn together especially in the 

teacher's absence. Almost every student commented in one way or another that they 

disliked wasting time and were prepared to work on their own if given some useful 

task. Many students indicated that absenteeism would be much reduced if interesting 

activities were a normal part of school life. Students wanted more control of their 

learning but they said it was not possible and it was useless to speculate in this 

manner because: 

"teacher does not trust us and he is power" 

(student comment) 

108 



The writer asked what would happen if they shared their ideas about 

classroom activities with the teachers. The students said: 

V cannot even think in my wild dream to tell teacher what we want" 
"he will punish" 

"he will say do not try to become my teacher or father and give a slap on 

yourface " 

"he will be annoyed and change your seatfrom the fire 

"he will ask me to stand on one leg " 

(compiled from students' interview responses) 
The responses from the students highlight four important points: 

1) Methods of punishment which are commonly practised in the class 
AKES codes of practice forbid the use of physical punishment and insulting 

attitudes which can damage the self esteem of the students, yet these seem to 

be common practice in Chitral. What the AKES office in Chitral is doing in 

this regard. is addressed in the teachers' interview section in this chapter. 

2) Student Autonomy 

Students like having autonomy, choosing more interesting things to do, and 

making the classroom experience more enjoyable, interesting and challenging. 

This issue of student autonomy is discussed in detail in Chapter 6. 

3) Student Drop-Out 

The issue of student drop-out which is especially acute in rural areas (Bhatti 

1986) can be tackled if the classroom provides a stimulating environment for 

the teacher and the students. 

4) Teacher Power 

The students indicated only one use of teacher power namely that of 

punishment, which can be interpreted as concerns over the threat to self. it 

can be seen that the students in this study knew what they preferred in terms 

of autonomy, in terms of their learning, and in terms of making their 

classroom lives more interesting and less difficult, but they accepted that it 

was the teacher who structured and framed their classroom activities and 

experiences and they could not interfere in these decisions because he has 

power over them and uses this power in a very negative way. 
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5.5.5. STUDENTS' PERCEPTIONS ABOUT TEACHERS' VERBAL BEHAVIOUR 

Students were asked to close their eyes and think for three minutes about the 
language that their teacher used in class to address, to praise, to warn or to instruct. 

They were then asked to open their eyes and write down all the things that the 

teacher said in the class which they could recall. Figure 5.18 shows the phrases 
indicated by the students (see Appendix 9). 

The responses were divided into four categories: praise, threatening language, 

disciplinary language, and academic language. Praise is very important as far as 

student motivation, encouragement and self-esteem is concerned but out of the 20 

students only 2 mentioned a word which would fit in this category ('good'). If the 

responses 'slap on the face', 'does not have brains', and 'nonsense' are regarded as use 

of threatening language then 100 % of the students are subjected to this and may be 

nervous in class. All the students mentioned that the teacher used academic language 

like 'copy from the blackboard', 'look at the board', 'read from the book. Similarly, 

all the students mentioned the use of disciplinary language such as 'don't move', 'sit', 

Isit quietly' and 'do not smilef. It is clear that the behaviour of the teacher is not 

helpful in creating a leaming and threat-free climate in the classroom. Many students 

told the writer that if they had any option they would leave school because it was 

very stressful to come to school. 

5.5.6. EXPECTATION OF TEACHERS BY THE STUDENTS 

The students were asked many questions in order to get their views about 

three main areas: teaching methods, teacher behaviour ( including teacher student 

relationship), and classroom climate. Questions were asked from different angles to 

ensure a comprehensive coverage and also to double-check students' answers. 

Students have some very justifiable expectations from their teachers although these 

had not previously been expressed because never before had they been consulted. 

Students' responses to the question "What do you expect from your teacher ?" are 

shown in Figure 5.19 (see also Appendix 10). 

The main expectation of every student is that the teacher makes effective use 

of the time available. They expect the teacher to give them some activity to 

complete, whether or not he is present in the classroom so that they are always 

occupied. They want more explanations from teachers and freedom to ask questions. 
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FIGURE 5.18 
Phrases used by teachers and recalled by students 

(N=20) 
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FIGURE 5.19 
Expectation of the teacher by students 

(N=20) 
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I= Teach more, give more work 
2= Do corrections regularly 
3= Less threatening 
4= Do not assume without testing 
5= Less punishment 
6= Trust our abilities 
7= More communication 
8= Do not leave class 

9= Freedom to act independantly 
10= Teach differently 
11 = Do not waste time 
12 = Give difficult work 
13 = More friendly 
14 = Give exams on regular basis 
15 = Like the students more 
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Referring to Figure 5.4 and Figure 5.5 and their analysis, whereas the teachers expect 

the students to spend a large proportion of their time without organised activities, it 

is clear that students are unhappy with this arrangement, they would prefer to be 

gainfully employed in useful tasks, rather than 'sitting quietly' and wasting their time. 

'Trusting our abilities' was mentioned by seven students, and a similar message was 

given by nine students who were concerned that the teacher should not assume that: 

"we can not do work in his absence, because he never give any work when he 

leaves the class" 

"we are duffers because he never arrange competitions or exams" 
"because we are girls that is why we are bad" 

(compiled from students' interview responses) 
Students thought that most of the teachers' assumptions about them were wrong 

because they had not been tested. One student commented: 

"He never understand us because his thought about girls are cruel. 

Twelve students expected the teacher to check their work on a regular basis, 

so that they could be sure that what they had done was correct, and that their written 

work was useful for revision (one student said that she could not understand the 

teacher's writing). Referring back to Figure 5.6, correcting the students' notebooks 

occupies 4% of the FBT teachers' time and only 2% of the NFBT teachers' time. 

Figure 5.8 shows that only 12 out of 46 notebooks were corrected by the FBT 

teacher. The students recognise the shortcomings of their written work which is 

rarely corrected and regard it as unsuitable for reference purposes. Seven students 

asked for more communication between students and freedom to work 

independently, giving the same message about autonomy and control by students of 

their own learning, and working in partnership with other students in the absence of 

the teacher. Figures 5.12 and 5.13 show that there is hardly any communication 

between students, and one student commented: 

"If teacher will give freedom to talk to other students in class, so one of us 

can also teach or help others in difficulty, perhaps better than the teacher. " 

(0 12, RJ) 

The students' responses contain some very practica and realistic suggestions to solve 

the problems of multigrade teaching. Co-operative leaming, which was alluded to by 

the students when they said that they wanted to learn from each other and have 

freedom to organise their own activities, can be one solution which can be considered 
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when approaching the problem of multigrade teaching. The issue of multigrade 
teaching is discussed in greater detail in Chapter VI. The literature review in Chapter 

III provides strong evidence of the benefits of multigrade teaching. 
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PART 4 

5.6. FBT TEACHERS'VIEWS ABOUT FBTDP AND THEIR OWN 
TEACHING 

In this section the writer will present the views of teachers who are trained 

under FBTDP about the programme, its strengths and weaknesses, what is 

recommended for its future improvement in terms of the teachers and the teaching 

profile, and draw conclusions from the findings. 

Ten teachers were selected for interviews, five were the same teachers whose 

classes and students were directly involved in this study and five were randomly 

selected from the rest of the AKES teachers who were trained under the FBTDP. 

5.7. STRENGTHS OF FBTDP 

The teachers were asked to indicate the strengths of FBTDP in their opinion, 

and they identified the following: 

"provided training within Chitral" 

'financial benefits in terms of salary" 

'free resources" 

'free accommodation 

Teachers were asked "Do you think that FBTDP is a successful programme ? Give 

reasons". All the teachers interviewed said that from a teacher's point of view it was 

successful because: 

"Now we are called 'trained teacher"' 

(03, FBTC, 0 1, FBTA, 0 11, FBTK) 

"Financially we are benefited" 

(01, FBTA, 04, FBTD, 013, FBTM) 

"We got the training within Chitral, otherwise it was not possible for 

us to get the training outside Chitral" 

(all the interviewees) 

But as far as the students' achievement performance, the teachers' classroom 

teaching practice, and the classroom environment are concerned, the FBTDP has not 

brought about any fundamental change. When asked to comment on this they said: 

"We did not learn any technique of multigrade teaching and 

management of multigrade classroom. " 

(all interviewees concuffed on this point) 
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FBTDP certainly played a vital role in training teachers in Chitral, without 

such a system traditional training methods would have been too expensive. The 

teachers did not object to the idea of the FBTDP taking training to the locality, but 

all teachers strongly and forcefully objected to the implementation process during 

training, and admitted that in spite of its great potential to achieve change in real 
classroom life, it had failed to achieve its aims, principally because the implementors 

were unsuitable. 

5.8. WEAKNESSES OF FBTDP 

Teachers were asked to indicate important weaknesses of the FBTDP and 
give their reasons. The responses are shown in Figure 5.20, from which it can be 

seen that they consider that weaknesses lie in the Master Trainer manuals, 

examinations, and curricula or textbooks. All the teachers said that the MTs role and 
behaviour had an adverse effect and this was the single most important weakness of 

the FBTDP. The next most important weakness identified by the teachers were the 

manuals. These two features will be discussed in detail, as they were viewed as 

significant both by the teachers and by the writer from her experience during her 

visits to the training centres, and also these are two elements that AKES can change 

as an internal, organisational matter. 

5.8.1. MASTER TRAINERS AND THEIR ROLE IN FBTDP 

Lacey and Lamont say: 

it students leaving the courses are not sufficiently prepared in the technique of 

classroom control and their heads are full of idealistic nonsense" 

LACEY and LAMONT (1976: 40) 

The FBTDP has many weakness which are documented by FBT trained 

teachers and its ultimate impact on students achievement level and classroom practice 

is indicated by the students and discussed earlier. When the writer asked the teachers 

to indicate one key factor which causes training to be less effective in achieving their 

objectives concerned with classroom practice and students leaming, nine out of ten 

teachers without any hesitation, confidently said "MTs". 

The role of the MT is conceived as that of a change agent, who will bring 

about change in knowledge, skills and attitude in the trainees. This role is perceived 

by the AKES management as supervisory, supporting the trainees and encouraging 
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FIGURE 5.20 
Weaknesses of FBTDP indicated by FBT Teachers 

(N=10) 
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them to see the links between theory and practice. When this is achieved then the 

trainee is considered to be well on the way to being a good teacher. 

The MTs are called 'the backbone of the training programme' by Bude 

(1990: 52) and according to AKES reports they were selected on the basis of good 

practice and seniority. But their practice is largely limited to secondary schools, not 

primary schools and they were appointed without proper or intensive training in 

classroom management, teaching methods, lesson planning, or materials preparation. 

As a result the system of supervision and support which potentially could be 

successful almost collapsed. Problems identified by the teachers include: 

a lack of a clear definition of the job from top management 

wrong perceptions of the term 

multifarious administrative engagements 

lack of skills in guidance and supervision 

lack of subject knowledge and management skills 

lack of knowledge ofprogressive methods 

a poor and political process of selection 

(03, FBTC) 

(01, FBTA) 

(02, FBTB) 

(04, FBTD) 

(05, FBTE) 

(010, FBTJ) 

(011, FBTK) 

inadequate training, and a lack of accountability and professional growth 

(014, FBN) 

The writer believes that the major problems associated with the MTs are poor and 

inadequate supervision, ineffective and irrelevant training, and perhaps most 

importantly, the non involvement of master trainers in the planning exercise of the 

FBTDP. 

The underlying assumption of the role of MTs was that they would be able to 

show teachers the most direct and fruitful way of applying theory to classroom 

practice. Supervision means a systematic and purposeful development of the trainee, 

and in the case of the FBTDP the success or failure of training rests to a large extent 

in the hands of the master trainers. On a number of occasions when talking to master 

trainers and teachers trained under FBTDP, the writer concluded that the MTs' 

attitude towards their own learning was very rigid, but in the case of teachers they 

were enthusiastic and open towards their own learning if the opportunities were 

favourable. But MTs, do not want to use the literature, or to learn about 

experimental new learning methods. They have their own beliefs which they are 

convinced are right. They have adopted a model of training for the teachers which as 
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far as the writer's knowledge is concerned, does not appear in the literature and 

which she has designated the "Do and Don't Model" of supervision. 

5.8.1.1. Do and Don't Model of Supervision by MTs 

The selection of the present master trainers was done on the basis of seniority. 

Three out of four master trainers are at retirement age and it is difficult for them to 

change their beliefs and attitude. They see the world only from their own limited 

vision, but the trainees see them simply as wanting to create a team of obedient 

servants rather than thinkers. They discourage trainees from adopting new ways. 

During one observation session with a master trainer and trainee the writer observed 

that when the trainee asked the master trainer "I think that there are some better, 

alternative ways to teach this topic, can I try some ?" the master trainer replied 

angrily "Don't try to become extra smart, do whatever you are told. I know better 

than you". Certainly this is not a best way to train adults where their self-esteem is 

under threat. 

On another occasion a trainee was teaching in a science class and the master 

trainer was observing the lesson which had been arranged with group work activities 

for students. The children were discussing, sharing ideas and trying to solve their 

given task and asking questions of each other and the teacher. The teacher was 

young and was full of ideas and talents, but at the end of the class the master trainer 

called her for feedback and said " What a rubbish lesson, no silence in class, 

children were talking. You do not have a brain in your head". The trainee was 

surprised at the master trainer's attitude because according to her, one day before, the 

same master trainer in a theory class had taught that children learn best by doing and 

that the teacher should involve children in the learning process, yet she was criticised 

when she put this into practice. Later on the trainee said to the writer "Please save 

us from these master trainers they are killing our talents Other trainees showed 

the same concern, that they were being disempowered in knowledge and skills and 

becoming dependent on the master trainers. While it is easy to be critical of the MTs, 

one also has to bear in mind the background from which they come. Sarason et al 

(1986: 35) say that when a teacher trainer comes from a similar training programme 

background to the trainees, they pay most attention to matters of classroom 

housekeeping. Bude says: 

"However there seems to be a more serious problem behind such complaints. 
Many MTs are not fully convinced of the main idea of the project or that it 
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is possible to practice such ideas in school. They need practical examples of 
the application of such ideas under different circumstances to be assured of 
the usefulness of the FBTDP approved practices. " 

BUDE 1990 

During a visit to a Field Based Centre by the writer, a trainee came to the 

master trainer and asked him to provide a solution to a sum that he could not solve. 
Instead of getting an explanation he was told "Do the sums which I ordered you to 

give to the children and keep the answer with you. " In a meeting the trainees told the 

writer that they were always in a circle of do and don't. The master trainers tell them 

to 'do this' and 'don't do' that. They are not encouraged to think, the job is to obey 

the master trainers, rightly or wrongly. 

In order to gain some understanding of the approach towards their trainers, 

the writer gave a four point scale questionnaire to the field based trained teachers. A 

summary of the results is show in Figure 5.21. 

The writer also asked the field based trained teachers to classify their master 

trainer's behaviour in one of the four categories described by Blumberg and Amidon 

(1965). These categories conform to the following : 

a) exhibited high levels of both direct and indirect behaviours 

b) exhibited high direct and low indirect behaviours 

C) exhibited low direct and high indirect and group behaviours 

d) exhibited low levels of both behaviours 

Direct supervisory behaviour is defined as giving infon-nation about opinions, 

directions or commands and criticism. Indirect supervisory behaviour is defined as 

accepting feeling, praising or encouraging, accepting ideas and asking questions. 

Eight of the ten trainees put the master trainers in the last category (d), and the other 

two put them in the (c) category. 

On the basis of visits, observations, and the summary of the questionnaires the 

writer concludes that this model of supervision is one which torments the talents, 

skills, potential, initiative, creativity, willingness and enthusiasm of the trainees. 

It can be seen from the interview responses of the teachers, from analyses of 

AKES Chitral documents and FBT reports that the MTs were not selected for their 

particular skills; they were not trained for their job; the expectations of them from 

AKES were not clearly spelled out to them; there was no guidance, support or 

evaluation system for them; and their selection was on political grounds rather than 
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FIGURE 5.21 

FBT Teachers' views about Master Trainers 
(N=10) 

Master Trainer actions Frequency 
Never Hardly Some 

times 
Always 

Explains the principles of FBTDP 8 t 1 0 

_Prepares 
model lessons regularly 10 0 0 - 0 

Uses different methods to activate trainees 5 3 2 0 
Uses the local environment in guidance for lesson 
planning 

5 5 0 0 

Allows trainees to ask questions 7 2 t 0 
Shows different methods of active learning 6 3 1 0 
Cares for individual trainees 10 0 0 0 
Encourages trainee in a friendly way 9 1 0 0 
Encourages trainee to use other reference material 
rather than text book 

10 0 0 0 

Listens to the trainees point of view 10 0 0 0 
Accepts new modes of teaching 10 0 0 0 
Arranges workshops for trainees 8 2 0 0 

_ Observes a complete lesson of the trainees 8 2 0 0 
Welcomes trainees open ended questions 9 1 0 0 
Accepts his mistakes 10 0 0 0 
Concern for grooming the trainees potential talents 
and skills 

10 0 0 0 

Relates theory to practice to 0 0 0 
Flexible in his beliefs and views to 0 0 0 
Master of the subject matter 8 1 1 0 
Gives pastoral time for the trainees 7 3 0 0 
Prepares his own teaching material 8 0 2 0 
Assists teachers to make teaching aids 7 0 3 0 
Evaluates trainees performance regularly 8 2 0 0 
Gives positive feedback 7 2 1 0 
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on merit. The children of Chitral deserve a better education than they are getting at 

present, and this can only occur when a selection system based on merit is instituted. 

The teachers' responses about the MTs behaviour compare closely with the 

students' responses about the teacher and his teaching. A threatening attitude and 

copying technique of instruction is common to both. The writer concludes that the 

adoption of this teaching style can be traced back to the training process in the 

FBTDP. Does the fault lie with the initiators of the programme, the MTs, the writer 

of the manuals, the project team of FBTDP or somewhere else ? 

5.8.2. MANUALS 

Almost every participant indicated that the manuals were destroying their 

skills, creativity and potential to such an extent that they had become automata rather 

then creative thinkers. When asked "What weakness do you think the manuals or 

teaching from the manuals has ?" they commented: 

"The writers of manuals are very senior old fashioned high school teachers 

or head teachers, they do not have any idea of primary teaching, or 

progressive teaching which are indicated in the FBT documents. So 

methods or language do not suitfor primary children. " 

(03, FBTC, 012, FBTL, 014, FBTN) 

"Lesson planning were notfor multigrade classes. " 

(all interviewees) 

"We were bound to copy lesson plan from manual word to word to our 

lesson planning registers. So we did not learn throughout the teaching 

year the philosophy and the importance of lesson plan. How to make 

lesson plan for multigrade classes or even single classes. We do not have 

any idea, and there was no place for making our own lesson plan in the 

manual. " 

(01, FBTA, 04, FBTD, 010, FBTJ, 013, FBTM) 

"Manual did not teach me how to catch fish but gave me a fish in the form of 

manuals. So after completing the training I do not know how to teach and 

make lesson plan and activities. " 

(02, FBTC, 014, FBTN) 

"I know two factors are fundamental factors which effect the success of 
L'D 

PBTDP very badly i. e. MTs and treat manual as a holy book, while manual 
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has many flaws itself, for example, language, child centred activities, 
deskilling the teachers talents. " 

(011, FBTK) 

"Two parts are contradictory in manuals. one about the effective teaching of 

science and the other about ready made lesson plan which were not written 

under the light of effective teaching methods, lesson plan encourage the 

rote learning and rigid teaching methods rather then thinking provoking 

activities and group challenging group based activities. " 

(04, FBTD) 

All these responses show that teachers wanted to learn techniques and methods of 

teaching which could be useful in their real teaching life. Techniques like teaching 

and management of multigrade teaching, and creative ways of lesson planning by 

using their own potential and skills to enhance their knowledge about their class 

teaching. From the responses of the teachers the writer concluded that there are two 

drawbacks with the manuals. First, the MTs policy which is to rigidly follow and 

copy the lesson plan word by word and deliver it in the same manner. Second, the 

content of the manuals which were written in a traditional way and did not help the 

trainers to develop their own knowledge, skills and philosophy about the classroom 

teaching learning situation. One teacher explained the situation in a very interesting 

way by giving an example. He said: 

"Once I was giving the lesson and MTs was sitting at the back and match 

what I am saying with the manual, on one stage I changed the strategy of activities 

according to the class need and mood. He stopped me and in front of the students 

he insulted me and after the class he called me and in front of all the trainees. He 

said that, "look at him he is trying to use his mind" and laughed Ha, Ha, Ha. "Who 

told you that you have brain ? Silly teacher you are onlyfollow the manual not your 

brain. " 

(010, FBTJ) 

The teacher said that he and the other trainees had been discouraged from 

injecting some originality by such incidents. It did not seem to matter whether 

students learned or not, the most important thing is to follow the instructions from 

the manual. 

When the writer asked them if they were in favour of closing the FBTDP, 

they all rejected this suggestion but co-operated in providing recommendations for 
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changes (see Recommendations). The teachers need to be involved in the planning to 

ensure that the problems which they are best at identifying in the classroom, are 

covered in their training. 

It seems to the writer that teachers have not been receiving the right guidance 

from their MTs (see Figure 5.2 1). During the training they were under the control of 

the MTs, and trying to please them, and in real life they are frightened of the AKES 

hierarchy in Chitral. They need to be supervised, guided by a professional who can 

train them for multi-grade teaching and made them capable of handling the 

management of multi-grade classes, have their potential groomed and utilised for 

other teachers' training . They need a common platform where they can work with 

other teachers and be encouraged by an academic committee to solve their problems 

with each other's help. The meetings should be controlled initially by the academics 

who can guide them, share with them, encourage them, show them different models 

and discuss with them how to grow professionally. This sort of control could be 

achieved using some form of contrived collegiality, and it is hoped that after some 

time the teachers would be able to work on a collegial platform and to grow 

professionally as was the case with the SIP experience in Karachi (see Chapter III). 

5.9. TEACHERS'TEACHING PROFILE 

The writer prepared a teacher profile in order to understand the teaching 

pattern from the point of view of a FBT teacher. This form was given to every 

teacher who was interviewed. A summary of the responses is given in Figure 5.22. 

Figure 5.22 confirms many concerns which were identified by the students 

and validated during the classroom observation (e. g. wastage of students' time, lack 

of teaching varieties, lack of academic explanation and correction from the teacher, 

no use made of the local environment, inappropriate lesson planning for multigrade 

teaching, lack of individual attention, frequent use of physical punishment, and lack 

of student involvement and participation in the learning process). 
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FIGURE 5.22 
FBT Teachers' Teaching Profile 

(N=10) 

Teacher's actions Never H Sometimes Always 

_prepares 
lessons for multi-grade classes 10 0 0 0 

states objectives of the lesson 8 1 1 0 

_structures 
the lesson 7 0 3 0 

_uses 
different methods to activate pupils 5 3 2 0 

refers to the local environment when teaching 6 0 3 1 

_speaks 
Urdu when teaching 4 5 1 0 

_explains 
lessons thoroughly and clearly 2 3 5 0 

children to answer in chorus 0 1 3 6 
moves around when teaching 3 3 4 1 

_provides 
individual attention 6 3 1 0 

encourages pupil in a ftiendly way 10 0 0 0 
maintains discipline in class without physical 

_punishment 

8 2 0 0 

_wastes 
students' instructional time 0 0 1 9 

_masters 
the lesson content 7 2 1 0 

makes use of chalkboard 0 0 0 10 
_ organises group activities 7 3 0 0 
involves all students in teaching 7 3 0 0 
encourages students to self learn 10 0 0 0 

_ encourage students to learn from each other 9 1 0 0 
_ checks the classwork 0 5 5 0 
_ gives home work 7 2 1 

-0 
checks the home work 10 0 0 - 

-0 _ encourages students to do creative work 10 0 0 0 
_ prepares own teaching aids 7 2 1 0 
_ assesses the students 2 6 2 0 

the teaching style changes 9 1 0 0 
, _ knows about students' learning problems 7 2 1 0 

_ gives task when leaving the class 10 0 0 
_ knows about students' 

_personal 
problems 8 2 0 0 
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5.10. CONCLUSIONS 

As the data triangulates very precisely, the writer is confident in asserting that: 

" statistically there is no difference in the two groups of students' achievement levels. 

" there is no difference in the learning behaviour of the two groups of students in 

class. 

0 there is no difference between the teaching of the FBT teachers and the NFBT 

teachers. 

0 students (schools) have higher scores where the teachers spend more time with the 

students, asking questions and involving more students in this activity. 

0 almost 50% of the instructional time of both groups of students is wasted in 'sitting 

quietly9. 

,* both groups of students are getting education in a negative climate which puts their 

self-esteem and confidence at risk. The students feel that their learning could be 

improved with a more positive, encouraging climate. 

0 there is no evidence to suggest that teachers are practising those methods and 

principles of teaching which are identified in the FBTDP documents, 

9 the teachers are well aware of their weaknesses but are not able to correct them, and 

complain that the FBTDP did not empower them to tackle real classroom issues. 

0 the key issue identified by the teachers is that FBTDP should provide training for 

teaching and management of multigrade classes (what they called 'work-related 

training). 

0 there is no difference between the FBTDP and the government training process in 

tenns of learning practical techniques and skills of teaching. 

9 the rigid and traditional supervision of the MTs, and strict adherence to a manual 

which is out of touch with the real classroom situation has deskilled the trainees. 

0 the students, teachers, and trainees in the field based training centres are all working 

in isolation and are not encouraged to share ideas and experiences or to learn from 

each other. 

9 the teachers all acknowledge that the FBTDP has great potential to bring major 

change if the MTs can be changed or trained under the guidance Of committed 

professionals. Unfortunately, they are not available in Chitral at present. 

o this programme is suitable for the rural setting , but it should be re-organised on 

progressive lines. 
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CHAPTER VI: DISCUSSION OF ISSUES AND 
RECOMMENDATIONS 

6.0. INTRODUCTION 

This study was conducted in order to determine the validity of the underlying 

assumption that teachers trained under the FBTDP have a better understanding of the 

course content and progressive teaching methods in primary schools than the teachers 

trained in traditional teacher training colleges and that this knowledge will be 

exhibited in the classroom. It is expected that in the classroom these teachers will 

exhibit a change in attitude, practice, teaching style, and in the teaching/ leaming 

process from that normally encountered in Pakistan, and that this will have the effect 

of enhancing the quality of education by improved pupil performance on the Science 

achievement test. 

6.1. DISCUSSION OF THE FINDINGS 

The findings of this study indicate not only that the score of the students 

taught by FBT teachers was very low but also that there is no significant difference in 

the achievement levels of other students taught by NFBT teachers. The extremely 

low scores of the students are matched by the teachers' verbal and non verbal 

behaviour, the teaching styles that the teachers employ, the classroom practice, the 

behaviour of the students, and the teaching patterns that were witnessed. These 

factors affecting the performance levels and quality of education in the schools were 

very similar in both groups, and must place the value of the FBTDP in question. The 

situation raises many questions: 

e Is the FB innovatory programme ineffective and does it fail to achieve its 

objectives? 

* Is it not suitable for the rural context in which it is being employed? 

* Why does it not seem to have any significant impact on students' achievement 

level and classroom practice ? 

Are the teachers aware of their own and the students' performance ? 

Should the FBTDP be replaced or reorganised ? 

What are the causes of the low achievement level ? 

Why have the progressive teaching methods indicated in the FB documents not 

been implemented in actual practice ? 
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Why is the classroom environment perceived as threatening by pupils and 

wasteful of time ? 

Some tentative answers to these questions have already been found during the 

classroom observation, and in the teacher and student interviews. The fundamental 

reason for the low effectiveness of the FBTDP would appear to be that teachers are 

not trained according to the guide-lines and objectives which are documented in the 

FBTDP (see Chapter 1). They are not trained for the job which they are expected to 
do in the classroom. Teachers see the potential for success of the FBTDP, but only if 

the right mix of ingredients is used during the training by the MTs, with whom they 

associate the current ineffective and irrelevant training. The whole of this innovatory 

process needs to be reorganised, and the involvement of implementors and users is 

necessary throughout. 

The MTs, appointed on the basis of merit, should have the whole philosophy 

and objectives of the FBTDP clearly explained to them, they should be trained and 

their progress regularly monitored. A suitable environment for the nurturing of the 

FBTDP has not been established and this is essential if it is to have any impact. 

Sarason notes: 

"For our schools to do better than they do we have to give up the belief that it 
is possible to create the conditions for productive learning when these 
conditions do not exist for education personnel. " 

SARASON 1990: 13 

These comments certainly apply to the FBTDP. Conditions for productive learning 

have not been provided, such as a positive learning climate, opportunities to work 

together and learning how to create a learning environment which is suitable for 

multigrade classes. The teachers need to be assisted in changing their beliefs about 

teaching and need to adopt an image of themselves as learners and critics of teaching; 

in short, to become reflective practitioners. This would facilitate their acceptance of 

change and help them to learn from mistakes in their teaching and classroom 

management. It would encourage the notion of having something worth teaching 

that demanded student co-operation. The research of Stoddart and Gomez (1990) 

shows that personal beliefs are a critical part of teacher education that has been 

neglected both in the design of their training and in development programmes. The 

FBTDP has not even attempted to change their beliefs about teaching and learning. 

128 



The innovatory FBTDP was started as an event, rather than a process which 

required careful sharing, monitoring, and guidance for implementation. The task of 

managing educational innovation does not end with the decision to introduce an 
innovation as attested by Gross et al (1971), Havelock and Huberman (1977), and 
Fullan and Park (1981), (see Chapter III for details). The innovation was initiated 

and implemented without any involvement, sharing or discussion with the MTs or 

users. It was a 'fait accompli' which was handed over to them for implementation 

and this lack of involvement had the predictable result of achieving neither change in 

classroom practice nor in the achievement levels of the students. 
Hollingsworth (1989) in her research findings claims that there are at least 

three knowledge bases that teachers need to acquire to be effective: subject matter 
(both the content and how to teach); general management instruction pedagogy 
(knowledge of the ecology of the classroom knowledge of how pupils learn); and the 

ability to diagnose and evaluate the learning process and outcomes. Fullan and 

Stiegelbauer (1991) reach similar conclusions. These three key areas have been 

neglected in the implementation of the FBTDP. Jamal (1989) notes that a change in 

skills, knowledge, preparation and management of lessons, learning materials, 

teaching practice and beliefs did not occur and this was confirmed in this study 

through classroom observations and teacher interviews. 

Loucks-Horsley et al (1987) state that the success of any innovation of 

teaching development depends upon a favourable context for leaming and practical 

activity. The availability of resources, flexible working conditions, support, and 

recognition can make all the difference in the desire of teachers to change. Similarly, 

staff development experience that builds on collegiality, collaboration, discovery and 

solving real problems of teaching and leaming can bring out the teaching strengths of 

the staff, in contrast to asking them to cope with the ideas and standards of someone 

else without challenge. 

The FBTDP could be very successful and effective if these conditions 

pertained; it has the flexibility to adopt other modes of teaching and learning, and by 

its nature it is very suitable for a rural setting. What is needed is proper 

implementation, and in addition MTs of quality and competence who believe in the 

presence of an environment conducive to the stimulation and reward of 

accomplishment. 
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The MTs have not been selected and trained for the job which they are 

expected to do, and their beliefs, rigid attitude, lack of knowledge of progressive 

methods and acceptance of these methods and values about classroom teaching and 

management has not been taken into account. The degree of success of the FBTDP 

is dependant to a large extent on these factors. 

Lortie (1975) concluded in his study in the USA that fundamental issues 

which play a vital role in the success of an educational innovation are often rooted in 

the teachers and even the students. (see Chapter III for details). The teachers trained 

by FBTDP develop neither the necessary skills and knowledge (especially about 

multigrade teaching), nor change their beliefs and attitudes which could motivate 

them to bring about change in classroom practice. Analysis of the data indicates that 

the following issues require attention: 

" negative classroom climate. 

" waste of instructional time. 

" autonomy in learning. 

" classroom teaching skills. 

multigrade teaching and its management. 

co-operative learning among teachers. 

co-operative learning among students 

These issues will be considered more fully but it is worth noting that it is difficult to 

ascertain which of them has the greatest impact on students' leaming. 

6.1.1. NEGATIVE CLASSROOM CLIMATE 

Many studies (see Chapter 111) provide evidence of the importance of a 

positive climate in facilitating leaming. This study found the classroom climate to be 

threatening, insecure and boring in the schools investigated. Students were 

frightened to come to school, and at the earliest opportunity they left. The students 

often commented that: 

" if teacher will teach us in a friendly way, I never think to leave the school. " 

This climate. not only includes physical injuries (Ahmed 1989, Hussain 1990, Abdul 

1994) but is an assault on their self-esteem (Saqib 1994). They lose confidence 

(Qasim 1989) and their natural talents are not developed. Their personalities are not 

fully developed and if the situation persists there is a danger to society from the 
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increasing numbers of these depressed and psychologically handicapped personalities 

who have no positive role to play in society. 

The climate created by the verbal and non verbal attitude of the teachers plays 

a vital role in motivating the students to learn. Halpin (1966) uses the term 'closed 

climate' to identify the type of classroom which was endemic in this study. A 

positive climate depends on the type of relationship that teachers establish with their 

students and messages they convey by their verbal and non verbal behaviour, by 

gestures and facial expressions. If these messages are supportive, encouraging, 

praising, relaxing, and valuing then the level of student motivation to learn will be 

high - unfortunately this was not evident in this study. 

6.1.2. WASTE OF INSTRUCTIONAL TIME 

Research from a number of countries has shown that the amount of time 

available for academic studies is consistently related to how much children learn in 

class (World Bank 1990, Rugh and Malik 1991). The present study also shows that 

the students of those teachers who spent more time in class and on academic 

activities, score higher marks. Data from this present investigation show teachers 

leaving their classes without giving any task for about 45% of the time (see Figure 

5.6) largely as their response to teaching multigrade classes. Students assumed that 

the teachers could not trust them to work in their absence and expected them to 

make a lot of noise, consequently they were instructed to be silent and to do nothing 

in the absence of the teacher. The students opinion is that they can be trusted to 

work without constant supervision and can make better use of the time by working 

on problems together. 

The data also indicates that in general the more time spent by teachers in the 

classroom the more students appeared to learn. Research in Pakistan (Rugh and 

Malik 1991: 23) shows that schools where student achievement was high gave more 

instructional time per student than those where students' achievement is low. 

Instructional time can be increased in two ways, by increasing the amount of official 

time allocated to school attendance or by increasing the amount of actual time spent 

on leaming (World Bank 1990: 17). 

In the case of this study, the use of the allocated time on instruction by the 

teacher is an important issue, because they are actually utilising only a small 

percentage of the time available. The requests of the students for more work and for 
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tasks to be set in the absence of the teacher is both reasonable and good productive 

use of time. These student suggestions are often referred to in the literature under 
the terms 'co-operative learning' and 'autonomy in learning'. 

6.1.3. AUTONOMY IN LEARNING 

The issues of freedom for more communication, more involvement and 

autonomy in learning were raised by young girls in a very remote and isolated area of 
Chitral where, probably due to inaccessibility, educational research has not yet been 

conducted. The issues which were raised by the students have also appeared in the 

literature e. g. Eastabrook and Fullan (1978), World Bank (1990), Fullan and 
Stiegelbauer (1991), and Cusick (1973). A consistent theme in the observations of 
Cusick (1973: 222) is that only a minority of students are really involved in the basic 

educational process with the rest being passive watchers who pay a minimal amount 

of attention to the formal classroom. 

The analysis of Bryk and Thum (1989) of a sample of 160 schools reveals that 

both absenteeism and drop-out are less prevalent where the teachers are interested in 

and involved with students, where there is an emphasis on academic pursuits, and 

where there is an orderly, social environment. 

These examples show that similar problems exist in both the highly developed 

countries and in less well developed areas such as Chitral and that the students face 

similar needs such as more communication with their colleagues, and working with 

each other to make the learning process less wasteful, more effective, interesting, 

relaxed, and motivational. Students should be given some autonomy and a choice of 

activities arranged by the teacher. When teachers leave the class, students should be 

engaged in tasks, allowed to talk to each other and encouraged to help each other 

rather than being left to 'sit quietly. ' 

6.1.4. CLASSROom TEACHING SKILLS 

The quality of teaching plays a vital role in students' achievement. Effective 

teaching involves at a minimum: 

presenting material in a rational and orderly fashion, pacing the class to the 

students level and taking into account individual differences 

providing students with opportunities to practise and apply what they have 
learned 
letting students know what is expected of them 

monitoring and evaluating students' performance in such a way that students can 
learn from their own mistakes. 

WORLD BANK 1990 
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The present study shows that most of these factors were not present during 

the classroom observation, and all of them can be emphasised during the teacher 

training in order to promote better leaming. Teaching in developing countries is 

characterised as having a heavy reliance on teacher lecturing with few opportunities 
for student questions and participation; student memorisation of material rather than 

understanding and application of knowledge, and little on going monitoring and 

assessment of student learning through homework and classroom tests. Smith (1993) 

identifies all these problems associated with the PTC training in Pakistan. A study in 

Nepal found that 78% of fifth grade science instruction was lecturing and less than 

7% was student participation (World Bank 1990). In this study the proportion of 

lecturing was even higher. 

The teachers in Chitral have not learned the basic teaching skills which are 

described in Chapter 111, and which are considered to be essential for successful 

teaching/ learning practice. One fundamental point is that in many cases they learned 

by rote the theoretical aspects of teaching without understanding the philosophy 

behind it, and are unable to put this knowledge into practice in the classroom. 

Freidson (1970) also raised this issue (see Chapter 111). The teachers' knowledge 

was very limited because during training there were very few opportunities to 

enhance this knowledge, and even when acquired, they do not know how to relate 

and apply this knowledge in the real life situation. In fact, the MTs actively 

discourage trainees from putting knowledge into practice. 

These and similar issues are acknowledged by many organisations in the 

developing world, and in their INSET courses they emphasise pedagogical practices. 

For example, in Bangladesh, India, Nigeria and Thailand incumbent teachers have 

been provided with a new repertoire of pedagogical skills that focus on more 

participative teaching behaviours (World Bank 1990). 

In Pakistan, research shows that effective teachers use systematic logical 

sequence and variety as key ingredients for effective teaching (Rugh and Malik 

1991). It is better to approach the activity of leaming from several directions. A 

single practice or task contributes to leaming only up to a point in the lesson, after 

which it loses its potency, and teachers should reinforce leaming by employing a 

variety of techniques (Qasim 1989, Naizi 1994). That is what students wanted in the 

classroom in this study, and it is what teachers did not learn during their training in 

the FBTDP. Sterile activities such as copying from the blackboard, repeating 

133 



paragraphs from the text or board, or rewriting text more neatly, have little impact on 

learning (Rugh and Malik 1991: 18), but in conjunction with other practices that 

engage the child's mind, they may prove exceedingly useful in reinforcing leaming. 

The rural teacher in Pakistan in general, and the teacher in AKES Chitral in 

particular, needs to be trained in lesson planning and preparation which includes a 

variety of activities and practice in multigrade classes. They will then have received 

training for the job which they are expected to do subsequently. 

The organisers of FBTDP should take the comments of the teachers seriously 

and recognise that this programme has reached its maturity and needs to be 

reorganised along new lines to ensure that training is relevant and prepares teachers 

for the actual conditions which they will have to face. 

6.1.5. MULTIGRADE TEACHING AND ITS MANAGEMENT 

Multigrade Teaching is a recurrent issue which appears in the analysis of the 

interviews of teachers and the classroom observations. The trainees on the FBTDP 

receive training only for single class teaching in a very rigid, closed and traditional 

style. It is unrealistic to expect them subsequently to manage and teach in a 

progressive, multigrade style without any specific preparation for this radically 

different environment. The multigrade teaching issue is not tackled at all during the 

FBTDP, neither in theory nor in practice. When the writer asked the teachers about 

their teaching they typically replied: 

this is the best way we are doing it. Because it is not happening in the 

world elsewhere to give more than one class to one teacher and ask them to 

teach progressively and without wasting their time. Impossible, 

Impossible. " 

What they fail to realise is that their class sizes are comparatively low, ranging from 

about fifteen to thirty five students in Classes I to 5, which is a very manageable au 

figure. But their statements are based on a lack of knowledge, closed vision and 

limited experience. Warwick and Reimers (1992) after careful analysis of survey data 

from the PTC programme found that multigrade classes have a strong impact on 

students' achievement; and that training programmes for the teachers are designed to 

meet urban needs and ignore the requirements of rural schools. Teachers in rural 

areas, like Chitral, even after getting training under the FBTDP, cannot handle 

multigrade classes. 
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As discussed in Chapter III there is no indication in the literature that', 

generally, the academic progress of multigrade students is behind that of the single 

class students. In fact Jarouse and Mingat (1990) found that the effect of multigrade 

schools was to raise students' achievement scores by an average of 7.2 points. 
Thomas and Shaw (1991) comment that multigrade students have the potential to 

attain higher achievement levels, since they benefit from the unique multigrade and 

peer socialisation patterns. 

As discussed in Chapter 111, in Pakistan the concept of multigrade teaching is 

not understood or conceptualised by the authorities and educational bureaucrats. 

The concept and its training is not covered in the training colleges or centres, and as 

a result multigrade teaching is beyond the control or management of teachers who 
have been through this system.. 

Multigrade approaches can facilitate improved student opportunities to learn. 

They can provide a platform for co-operative leaming, which is a possible practical 

solution to some of the teaching problems in Pakistan. As indicated by the students 

in their responses, this is an avenue that the teacher could explore, and is what the 

FBTDP or any other training programme for teachers in rural schools should attempt 

to attain. 

The issue of 'freedom to talk and learn from each other' was raised by both 

teachers and students. If teachers and students are provided with the opportunity to 

practise co-operative learning, that will help to solve the problem two dimensionally. 

The benefits of co-operative learning will be considered from both sides. 

6.1.5.1. Co-operative Learning among the Teachers 

In the interviews the teachers suggested that the FBTDP should provide 

freedom and opportunity to learn from each other, joint planning, discussion, making 

action plans, testing these plans, assessing each other's lessons, providing feedback, 

and suggesting changes to the programme. Copying lessons from the manuals 

destroys potential, creativity, and thinking, and is not helpful in changing attitudes 

and beliefs. The manuals do not give guidance on different modes of teaching (see 

Chapter V). 

Collegiality can empower teachers to grow professionally, to become capable 

of assessing their own classroom performance and to seek practical solutions. The 

focal point for any training and staff development programme is the individual 
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working with others, trying to do the best possible job of educating children (Loucks- 

Horsley et al 1987). This crucial point is neglected by the MTs and Little (198 1) has 

shown that improvement in class is best achieved when the teachers engage in 

frequent, continuous, concrete and precise talk about teaching practice; when 

teachers and administrators frequently observe and evaluate each others' teaching, 

and when they plan, design, implement, evaluate and prepare teaching materials 

together. This is what the teachers are requesting, and could easily be the pattern for 

the FBTDP since the teachers and MTs train and live together in accommodation 

provided by AKES. The original idea was to offer more opportunities to share and 

work together but the importance and the potential impact of this factor is lost on the 

MTs and in spite of living together, the trainees and MTs work in isolation, without 

co-ordination, communication, or discussion of academic matters. This type of 

working relationship and its impact is the theme for many studies (Goodlad 1984, 

Firestone and Rosenblum 1988, Mortimore et al 1988, Nias 1989: 152-53, Louis and 

Miles 1990). 

6.1.5.2. Co-operative Learning among the Students 

Figure 5.12 and Figure 5.13 show that there is hardly any communication 

between students. Many students are not taking part in any teaching/ learning 

process, partly because they are ignored by the teacher and partly because they are 

discouraged from talking to each other. Activities which students like to do (Figures 

5.16,5.17, and 5.19) are not taking place in the class. A major concern raised by the 

students is wastage of instructional time (Figures 5.14,5.15,5.16,5.17,5.18, and 

5.19) which is confirmed by classroom observation (Figures 5.4,5.5, and 5.6). 

Solutions proffered by the students include more freedom to talk, for tasks to be set 

in the teacher's absence, more control over their learning and helping each other, so 

that they utilise their time more purposefully (Figures 5.17, and 5.19) in a less 

threatening environment which includes positive non verbal attitudes (Figures 5.14 

and 5.19). It is interesting to note that the young students actually suggested these 

solutions themselves without any prompting from the interviewer. Cusick (1973), 

Clark and Yinger (1980), Wilson and Corcoran (1988), and Bryk and Thum (1989) 

all found that absenteeism and drop-out are less prevalent in the type of environment 

where teachers are interested in and involved with students, and where there is an 
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emphasis on academic pursuits. This was hinted at by the students, for example one 

student said: 

if we were allowed to talk each other and give more work which we can do 

and check each other and environment is less threatening then we will not 
think to drop out. I wish this dream can be true. " 

Qasim (1989) raises the question 'What kinds of pedagogical or instruction changes 
will make leaming intrinsically more engaging for students T The students' answer 
to this question is that they prefer learning with each other and to be more involved in 

the learning process. 
Johnson and Johnson (1989) state five conditions that are necessary for group 

efforts to be more productive viz positive interdependence, face to face interaction, 

personal responsibility, sound skills (interpersonal and small group skills) and group 

processing. They conducted a review of research findings which showed that co- 

operative learning results in higher level reasoning, increases perspective, gives 

greater intrinsic motivation, more positive heterogeneous relationships, better 

attitudes towards the teachers, higher self-esteem, greater social support, more 

positive psychological adjustment, and greater collaborating skills. Similar findings 

are made by Newmann and Thompson (1987), and Sharon and Shaulov (1989: 7). 

Johnson and Johnson (1989) summarise the importance and impact of co-operative 

learning as follows: 

"Students often feel helpless and discouraged, giving them co-operative 
learning partners provides hope and opportunity. Co-operative learning 
groups empower their members to act by making them feel strong, capable 
and committed. It is social support from and accountability to valued peers 
that motivates committed efforts to achieve and succeed. " 

JOHNSON and JOHNSON 1989 

Prawat (1989) suggests that teaching strategies which involve verbalisation, 

writing about content, classroom dialogue, and that involve thinking of the child as a 

total cognitive being, will empower them to gain access to a full range of intellectual 

resources and encourage them to respond pro-actively as opposed to reactively both 

within and outside the school context. All these studies provide strong evidence to 

support the idea that co-operative learning has a great influence on the students' 

cognitive and affective domains and results not only in a raising of achievement levels 

but also in raising their self-esteem. 
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This, it is suggested, is what the FBTDP should aim to achieve when training 

their teachers, by providing them with an atmosphere in which they themselves can 
learn from each other, participate in new educational reforms, and consider the 

relationship between old and new. During the training, the trainees must be 

provided with the knowledge and skills to manage co-operative leaming. A variety 

of methods and techniques are available (e. g. individual work, assigning task to group 

work, self learning activities, peer tutoring, organised independent learning, and 
fostering communication between grades, and between classes) and should be 

explored.. Thomas and Shaw (1991) note that frequent assessment and feedback 

also helps to create a conducive learning environment. 

The quality of the working relationship among teachers and students is 

strongly related to the success of any innovation. Collegiality opens communication, 

trust, support and help. Any innovation means learning to do something new or to 

modify an existing arrangement and this is the primary basis for social learning, which 

is missing or discouraged in FBT centres by MTs and in classrooms by the teachers. 

The acceptance of new meanings, new behaviours, new skills and new beliefs depend 

significantly on whether the leamer (trainee or student) is working as an isolated 

individual (Lortie 1975, Sarason 1982, Goodlad 1984) or as a member of a group 

where there is an exchange of ideas and support and positive feeling about their work 

(Little 1982, Mortimore et al 1988, Rosenholtz 1989). 

Whether innovation is external or internal, the more teachers and students can 

interact concerning their own learning or practice, the more they will be able to 

enhance their learning. The key to success is 12 (i. e. interaction and involvement 

create a product rather than just a summation). 
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6.2. RECOMMENDATIONS 

This study highlights several factors which adversely affect the quality of 
Primary classes in AKES schools in Chitral. The main problem identified, is that the 

FBTDP does not address real classroom matters because it is restricted by concerns 

to attain Government certification. Government PTC certification already has many 
drawbacks, and these became incorporated into the FBTDP when it was 
implemented. The Government PTC training has been criticised for its methods, 

curriculum, and examination process (British Council 1988, Warwick 1991, Smith 

1993), and both foreign and Pakistani researchers agree that the teachers certification 

system needs reform (Bhatti et al 1986, Association of Working Women 1988, 

Warwick 1991). AKES needs to make changes in many aspects of the FBTDP, but 

the organisation is constrained at least in the curriculum content and the examination, 

but the teachers are certainly aware of the potential and possibility for improving the 

management and delivery of the training. A continuous process of improvement is 

necessary, gradually reducing the dependence on outside agencies as indigenous 

innovations are encouraged and as the self-esteem, morale and professionalism of the 

participants in the system is nurtured. 

The analysis suggests four broad areas in which changes can be made to 

improve the FBTDP and hence the classroom teaching/ leaming process in AKES 

schools in Chitral or in schools in a similar situation. These areas are related to the 

training programme. These areas are: the conduct of the FBTDP, improvement of 

teaching effectiveness in the classroom, management, and assessment and evaluation. 

6.2.1. THE CONDUCT OF THE PROGRAMME (FBTDP) 

6.2.1.1. Selection Criteria for Master Trainers 

The selection criteria for MTs should be reviewed and based on merit. The 

latter should include knowledge of subject, commitment, attitude towards their own 

learning, flexibility in accepting new ideas, and the support of risk taking so that 

experimentation and new ideas are encouraged during training and can be practised in 

the classroom. 

6.2.1.2. Training of Master Trainers 

MTs should be trained in multi-grade lesson planning, teaching of multi-grade 

classes, multi-grade classroom management, and they should enhance their subject 
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knowledge and be able to create a learning rather than a closed and threatening 

environment for training. 

6.2.1.3. Monitoring and Evaluation of Master Trainers 

The performance of the MTs and trainees should be monitored and evaluated 

on a regular basis by a team of professionals which includes those people involved in 

the training of MTs. 

6.2.1.4. Model Lessons 

Model lessons by the MTs should be planned on the basis of trainee need 

rather than what suits the MTs. 

6.2.1.5. Opportunities to work together 

The trainers should provide opportunities for trainees to work together, plan 

lesson and activities together, share their experiences, make future action plans, 

evaluate them with the help of MTs and fellow teachers, and take action for future 

improvement. The model of collegiality discussed in Chapter 3 should be encouraged 

and developed, as this will assist professional development and bring about positive 

changes in classroom teaching. 

6.2.1.6. Manuals 

The rigid use of manuals should be abandoned, a single copy should be 

available for guidance only. Trainees should not be allowed to copy from the manual, 

rather they should be encouraged to develop their own lesson plans, which should be 

discussed and ideas shared in discussion periods and guidance sought from the MTs. 

6.2.1.7. Review of the Training Features of FBTDP 

The following three features of FBTDP should be thoroughly reviewed, and 

their potential for improvement assessed: 

i) observation by fellow teachers 

Teachers should be encouraged to observe and evaluate the teaching methods 

which are adopted by their peers and to investigate what skills and knowledge 

are developed and how they can be developed in a better way. 

discussion periods 
A discussion period can act as a platform for the teachers where they can plan 

their evaluation of each other's performance, share, discuss and plan action 

for implementation. It should be a source for providing continuous 
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improvement for each other, by each other, and with the guidance and input 

of MTs. 

timetable 

The timetable should be arranged for training in multi-grade teaching and 

trainees must practise multigrade teaching. This is a key problem in Chitral. 

6.2.2. IMPROVEMENT OF TEACHING EFFECTIVENESS IN THE CLASS 

Teachers should be trained during the FBTDP to plan, prepare and integrate 

their teaching to deliver the curriculum on the basis of multigrade classes and they 

should be capable of providing opportunities for co-operative learning. The 

integrated approach can be adopted in two areas: 

6.2.2.1. Integrated Syllabus / Textbooks 

In Pakistan all the schools follow the Government text books, which are 

written in a format that allows for easy integration by topic (e. g. in science from 

Class 1 to Class 5 three broad topics are mentioned: living and non living things, 

force, motion and machine, and earth and universe). The teacher can be trained to 

develop a syllabus in such a way that all classes can be taught the same topic in the 

same period. This serves three purposes: firstly, teachers can create a leaming 

environment with the help of audio visual aids for all the students; secondly this will 

be a suitable environment for co-operative leaming and elder students can easily help 

the younger students because they are all are working on the same theme; and thirdly 

it will make it easier for teachers in the planning and preparation for multigrade 

classes. 

6.2.2.2. Integrated Timetable 

For an integrated syllabus it is essential that teachers should be free and able 

to make an integrated timetable. In this way it is possible that all the classes can be 

taught the same topic at the same time. From the experience of the writer this is not 

too difficult to arrange, allowing the teacher to concentrate on only one topic at a 

time and provides many opportunities for students to participate in co-operative 

learning. 

6.2.2.3. Teaching Practice 

Teachers should be trained and provided with the opportunity to: 

0 practise making learning materials 
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* practise using the skills of a variety of teaching methods wherever possible using 
the local environment and community resources 

0 involve the students in teaching/ learning activities which can develop their 

thinking and understanding beyond their currently rather limited, rigid beliefs. 

They should be trained to encourage and involve students to help each other, 

especially encouraging elder students to teach younger students. This can be further 

facilitated if every class is working on the same topic. By providing individual 

attention and guidance, the teacher should be able to correct student work regularly 

and provide feedback to the students, organising competitions, and other child 

centred activities. 

6.2.3. MANAGEMENT 

Throughout the data collection exercise it was very evident that teachers 

have little idea about the management of time and classes. 

6.2.3.1. Management of Time 

Teachers should be trained to manage their teaching time, so that the waste of 

students' time can be minimised. The teachers should be provided with opportunities 

to practise different time management activities in the following areas: Allocation of 

time for- 

a) deskwork and homework 

b) co-operative learning 

C) whole classroom teaching 

d) evaluation activities 

e) providing individual guidance 

f) planning and preparation 

g). meetings and discussion with other teachers 

h) personal growth 

i) providing feedback and guidance to students 

j) meeting with parents. 

6.2.3.2. Management of Classroom 

Teachers should be able to manage several different classes in one room. One 

teacher can be responsible for Classes one and two and another teacher be 

responsible for Classes three to five and this will result, in most cases, in not more 

than thirty students per classroom. Teachers should be class rather than subject 
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oriented, so that a teacher is accountable for the performance of their students across 

the board, rather than in particular subjects. An integrated curriculum would enable 

them to cover the same topic in a subject at different depths in the amalgamated 

classroom without the need to leave the class. The teacher could then work with the 

students, providing a better learning climate through opportunities to experience co- 

operative learning. This would need to be learned and practised during the FBTDP. 

6.2.4. ASSESSMENT AND EVALUATION 

Throughout this study it was evident that there is no use of formal or informal 

assessment of students and in particular no formative feedback of evaluation. One 

reason for the poor achievement might be that the teachers do not assess the 

performance of their students on a regular basis, and therefore have little idea of their 

progress. 

It is recommended that teachers should be trained to practise classroom 

assessment and formal assessment on a regular basis for the purpose of feedback, 

diagnosis, and improvement in both their own teaching and student performance. 

The performance of the students should be shared with them at all levels and a proper 

record should be maintained. 

These are the basic recommendations for future improvement of the FBTDP. 

The key to these improvements is a "bottom up" approach, because involvement 

needs to percolate all levels if the innovation is to be successfully adopted, especially 

in such a traditional culture as exists in Chitral. 

If teachers and students are given a voice then, as the writer has experienced, 

they can make practical, workable suggestions for the improvement of Education. 

This participation (what the writer calls 12 _ involvement and interaction) can not only 

develop a sense of ownership and commitment, which are necessary ingredients for a 

successful educational innovation, but also can empower the teachers in terms of 

skills and knowledge and help to change their attitudes. The involvement of different 

levels will assist the planners in making realistic plans for a smooth implementation of 

any educational innovation. To the writer the selection of the path to the destination 

(the choice of process) can be as important as the choice of the destination itself. 
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APPENDIX I 

SCIENCE ACHIEVEMENT TEST FOR CLASS V 
(TRANSLATED VERSION) 

Total Test Time .................... 
Date ............................................. 

Name of Student ........................................................................................................ - 
Name of Teacher ........................................................................................................... 
Name of School ............................................................................................................ 

PART 1 

LIVING AND NON LIVING THINGS 

FILL IN THE BLANK 

1) Living things need food 
, water and .......................................................... for living. 

2) The leaves of a ...................................................... plant close when we touch them. 

3) The camel's body is adapted to the .......................................................................... . 
4) Fish have ............................................................................... to help them to swim. 

5) The feathers of the wings are called ........................................................................ . 

6) Water-lily roots are .............................. 
because they do not need to look for water. 

MATTER AND ENERGY 

COMPLETE THE SENTENCES 

7) Substances which dissolve in water are called .......................................................... . 

8) When no more salt dissolves in water the solution is called ...................................... . 

9) When water goes into the air in the form of vapour it is called ................................. . 

10) The two processes , evaporation and condensation cause ...................................... . 

11) Water vapour is the gaseous form of ...................................................................... . 

GIVE A ONE WORD ANSWER. 

12) Name the gas which makes up the larger part of the air: . ......................................... 

13) Name the rare gas in the air :................................................................................... 

14) Name the gas which a fire needs in order to burn :.................................................. 

15) When smoke and gases mix together, the product is called :................................... 

16) Does hot air rise or fall ? ......................................................................................... 
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17) What instrument do we use to measure temperature ? ............................................. 
18) Name the instrument used to measure human temperature :.................................... 

19) What is the temperature of melting ice on the Fahrenheit scale ? .............................. 

CHOOSE THE CORRECT WORD FROM THE BRACKET AND COMPLETE THE 
SENTENCE 
20) The light from the torch strikes the mirror and bounces off in ................................ . (the same direction 

, another direction 
, all directions ) 

21) The bouncing of light is called ............................................................................... . ( non reflection , reflection , semi reflection ) 

22) Objects with shiny and smooth surface reflect ........................................................ . ( more light, no light, little light ) 

23) A push or a pull is called a ..................................................................................... ( force, motion, machine 

24) When static electricity is produced in an object, it is said to be ................................. (magnetic charged, charged, chargeless ) 

EARTH UNIVERSE 

PLEASE PUTA TICK (v) FOR CORRECT STATEMENTS AND A CROSS (X) FOR 
INCORRECT 

25) The earth completes one rotation around its axis in 365 days. 

26) The axis of the earth is an imaginary line. 

27) The sun rises in the east in different seasons at thesame position. 

28) The group of the Big Dipper has 30 stars. 

29) The pole star is in the Northern direction. 

30) The moon is a luminous body. 
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PART TWO 

LIVING AND NON LIVING THINGS 

FOR EVERY QUESTION, FOUR ANSWERS ARE GIVEN BUT ONLY ONE ANSWER 
IS CORRECT. PLEASE TICK THE CORRECT ANSWER. 

1) Which is the living thing ? 

ab 
() () 

2) Which of the following do we get from an animal ? 

a) wool 
b) cotton 
c) wood 
d) petrol 

3) Of which plant do we eat the root? 

a) sugar cane 
b) cauliflower 
c) wheat 
d) carrot 

4) What is this bird's foot best adapted for ? 

a) swinuTiing in water 
b) catching prey 
c) climbing, trees Z: ý d) holding its food 

C 

() 
d 
() 

166 



Look at the following figure 

The part labelled Y is called: 

a) leaves 
b) flower 
c) stem 
d) root 

y 

MATTER AND ENERGY 

6) Which sample of pure water will dissolve more salt 
2 

0 

-3cý c 

a 
() 

b 
() 

0 
--011 

je C 

Ad 
C 

() 
d 
() 

7) If there are many people in a closed room, then which gas will be produced in a large 
quantity ? 

a)oxygen 
b), nitrogen 
c)-carbon dioxide 
d) hydrogen 

8) A glass was placed over a burning candle and the candle went out. Which gas has 
almost disappeared from inside the glass ? 

a)oxygen 
b) nitrogen 
c) carbon dioxide 
d) hydrogen 

9) In which process are carbon dioxide and water vapour produced together ? 

a) boiling 
b) evaporation 
c) condensation 
d) breathing 
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10) Which statement describes the reflection of light ? 

a) light travels in a straight line. 
b) light comes out of an illumating body. 
c) light distributes in colours. 
d) light strikes a surface and changes direction. 

You are provided with a glass jar containing water with a thermometer inside it. 
What does the thermometer measure ? 

a) depth 
b) pressure 
c) temperature 
d) weight 

12) Which thermometer indicates the temperature of a healthy person ? 

Q 

10 

a 
() 

re. 

co 

b 
() 

IZ 

CIO .0 

cn 00 
- 

Pý 
c a n 

C 

() 

LL 

d 
() 

13) There are 7 visible colours in the rainbow , which is the correct order of colours ? 

a) red, orange, green, yellow, blue, indigo, violet 
b) green, orange, red, blue, yellow, violet, indigo 
c) violet, indigo, blue, green, yellow, orange, red 
d) blue, yellow, indigo, violet, orange, green, red 

14) Which substances are magnetic ? 

a) copper, gold, silver. 
b) iron , 

ferrite , nickel. 
c) stone , sand, mud. 
d) coal, paper, wood. 

15) Tick the diagram which shows how a magnet looks after it has been dipped into 
some iron filing. 
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EARTH AND UNIVERSE 

16) In which directions do all compasses point ? 

a) North and South 
b) East and West 
c) West and North 
d) East and South 

17) What does rotation of the earth cause ? 

a) change of season. 
b) change of weather 
c) summer and winter. 
d) day and night. 

18) If you are walking towards the setting sun, in which direction are you walking? 

a) East 
b) West 
c) South 
d) North 

19) Which of the following statement is true about the Moon ? 

a) The moon reflects its own light. 
b) The moon reflects light from the sun. 
c) The moon reflects light from the earth. 
d) The moon reflects star light 

20) Which letter shows the correct position of the pole star ? 

* 

NN * 
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APPENDIX 2 
OVERALL STUDENT RESPONSES (Oral & Written) IN ACHIEVEMENT 

TEST TAUGHT BY FBT TEACHERS 

Knowledge Understanding Knowledge & 
Understanding 

School 
Teacher 

Student 
Ser No 

Written Oral Total Written Oral Total Written Oral Total 

01 06 08 14 06 03 09 12 11 23 
02 09 00 09 09 00 09 18 00 18 
03 07 04 11 02 01 03 09 05 14 
04 06 13 19 05 00 05 11 13 24 
05 08 03 11 10 04 14 18 07 25 

1 06 08 06 14 00 06 06 08 12 20 
07 03 09 12 01 12 13 04 21 25 

FBTA 08 06 00 06 01 03 04 07 03 10 
09 07 03 10 01 06 07 08 09 17 
10 05 03 08 03 05 _ 08 08 08 16 
11 06 07 13 01 13 14 07 20 27 
12 05 01 06 03 00 03 08 01 09 
13 04 09 13 00 06 06 04 15 19 
14 10 00 10 07 02 09 17 02 19 
15 02 00 02 02 00 02 04 00 04 
16 05 06 11 12 01 13 17 07 24 

Class Total 97 72 169 63 62 125 160 134 294 
17 04 06 10 01 00 01 05 06 11 
Is 01 00 01 00 00 00 0.1 00 01 

3 19 05 03 08 01 00 01 06 03 09 
20 03 05 08 00 01 01 03 06 09 

FBTB 21 12 00 12 07 00 07 19 00 19 

I 

22 L 03 07 10 02 05 07 05 12 1/ 
- Class Total 28 21 49 11 6 17 39 27 66 

23 02 01 03 00 00 00 02 01 03 
24 03 06 09 00 00 00 03 06 09 
25 02 09 11 00 00 00 02 09 11 

5 26 04 05 09 01 00 01 05 05 10 
27 02 00 02 00 00 00 02 00 02 

FBTC 28 01 00 01 00 00 00 01 00 01 

29 01 00 01 00 00 00 01 00 01 

30 00 00 00 00 00 00 00 00 00 

Class Total 15 - 21 - 36 - 01 00 01 16 21 37 

31 07 10 17 00 00 00 07 10 17 

32 12 00 12 01 00 01 13 00 13 

6 33 06 11 17 00 00 00 06 11 17 

34 10 00 10 04 00 04 14 00 14_ 

FBTD 35 02 4 06 00 00 00 02 04 06 

36 05 3 08 00 00 00 05 03 08 
- 

Cl ass Total 42 1 28 70 05 00 05 47 28 75 
continued 
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APPENDIX 2 (Continued) 
OVERALL STUDENT RESPONSES (Oral & Written) IN ACHIEVEMENT 

TEST TAUGHT BY FBT TEACHERS 

Knowledge Understanding Knowledge & 
Understanding 

School 

_Teacher 

Student 
Ser No 

Written Oral Total Written Oral Total Written Oral Total 

37 07 02 09 11 03 14 18 05 23 
38 03 00 03 04 01 05 07 01 08 
39 02 02 04 01 08 _ 09 03 10 13 
40 03 00 03 03 04 07 06 04 10 

9 41 12 01 13 11 oo _ it 23 01 24 
42 08 08 16 12 01 13 20 09 29 

FBTE 43 03 09 12 08 06 14 11 15 26 
44 08 00 08 02 01 03 10 01 11 
45 03 04 07 06 06 12 09 to 19 
46 08 00 08 01 00 01 09 00 09 

Class Total 57 1 26 1 83 1 59 1 30 89 1 116 1 56 172 

Overall TOTAL 239 168 407 139 98 237 378 266 644 
_ Overall MEAN 5.196 3.652 8.848 3.022 2.130 5.152 8.217 5.783 14.000 
_ Overall S. D. 3.090 3.684 4.597 3.715 3.187 4.912 5.864 5.532 7.857 
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APPENDIX 3 
OVERALL STUDENT RESPONSES (Oral & Written) ANALYSIS IN 

ACHIEVEMENT TEST TAUGHT BY NFBT TEACHERS 

Knowledge Understanding Knowledge & 
Understan ing 

School 
Teacher 

Student 
SerNo 

Written Oral Total Written Oral Total Written Oral Total 

01 02 10 12 02 07 09 04 17 21 
02 04 00 04 03 00 03 07 00 07 
03 02 00 02 01 11 12 03 11 14 
04 02 00 02 02 08 10 _ 04 08 12 
05 05 00 05 22 06 08 07 06 13 
06 04 00 04 22 00 02 06 00 06 

2 07 06 00 06 23 09 12 09 09 18 
08 03 00 03 01 07 08 04 07 11 

NFB TF 09 04 00 04 02 00 02 06 00 06 
10 02 00 02 01 10 11 03 10 13 
11 03 00 03 01 06 07 04 06 10 
12 05 00 05 03 11 14 08 11 19 
13 04 00 04 02 00 02 06 00 06 

07 00 07 04 06 10 11 06 17 
Class Total 53 10 63 29 81 110 82 91 173 

15 04 00 04 03 00 03 07 00 07 
16 05 00 05 02 00 02 07 00 07 
17 05 03 08 04 03 07 09 06 15 

4 18 02 03 05 03 03 06 05 06 11 
19 03 02 05 02 02 04 05 04 09 

NFBTG 20 02 00 02 02 00 02 04 00 04 
21 02 03 05 03 00 03 05 03 08 
22 06 00 06 02 00 02 08 00 08 

Class Total 29 11 40 21 08 29 50 19 69 
23 04 06 10 04 00 04 08 06 14 

7 24 06 04 10 03 00 03 09 04 13 
NFBTH 25 05 12 17 04 10 14 09 22 31 

Class Total 15 22 37 11 10 21 26 32 58 
26 08 04 12 03 00 03 11 04 15 

27 06 14 20 05 00 05 11 14 25 
28 10 02 12 04 00 04 14 02 16 

8 29 08 11 19 02 01 03 10 12 22 
30 09 11 20 03 00 03 12 11 23 

NFBTI 31 07 04 11 03 00 03 10 04 14 
32 08 06 14 02 00 02 10 06 16 
33 08 05 13 01 00 01 09 05 14 
34 05 06 11 03 00 03 08 06 14 

Class Total 69 1 63 1 132 1 26 01 27 95 1 64 1 159 

Overal I TOTAL 166 106 272 87 100 187 253 206 459 
6verall MEAN 4.882 3.118 8.000 2.559 2.941 5.500 7,441 6.059 13.500 

Overall S. D. 2.233 4.086 5.319 1.006 3.917 3.829 2.757 5.179 6.021 
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APPENDIX 4 
(includes Forms I to 9) 

Systematic Observation Record Form 1 

I School II Teacher AI Trainina FB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OBI OB2 OB3 0134 Total % time 

I not involved with the class 05 06 07 31 22.14 

2 writing Q& Ans on the 
blackboard 

06 03 02 03 14 10.00 

3 asking factual Q/ explain 06 04 05 02 17 
1 

12.14 

4 giving administrative instruction 05 02 01 03 11 7.85 

5 reading from the blackboard or 
textbook 

03 06 10 05 24 17.14 

6 demonstration of science 
experiment 

04 06 05 00 15 10.71 

7 correcting student work 02 03 00 05 10 7.14 

8 giving individual guidance 02 02 00 00 04 2.85 

9 other 02 03 05 04 14 10.00 

TOTAL 35 35 35 35 140 
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Systematic Observation Record Form 2 

I School 31 Teacher BI Trainina FB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OBI OB2 OB3 OB4 Total % time 

I not involved with the class 17 20 13 16 66 47.14 

2 writing Q& Ans on the 
blackboard 

06 00 05 05 16 11.42 

3 asking factual Q/ explain 05 02 03 02 12 8.57 

4 giving administrative instruction 02 03 02 04 11 7.85 

5 reading from the blackboard or 
textbook 

00 05 04 04 13 9.28 

6 demonstration of science 
experiment 

01 00 03 00 04 2.85 

7 correcting student work 01 00 00 00 01 0.71 

8 giving individual guidance 00 01 02 01 04 2.85 

9 other 03 04 03 03 13 9.29 

TOTAL 35 35 35 35 140 
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Systematic Observation Record Form 3 

I School 51 Teacher CI TraininLy FB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OB1 OB2 OB3 OB4 Total % time 

I not involved with the class 18 20 22 16 76 54.28 

2 writing Q& Ans on the 
blackboard 

00 04 02 05 11 7.85 

3 asking factual Q/ explain 02 03 04 03 12 8.57 

4 giving administrative instruction 02 03 00 03 08 5.71 

5 reading from the blackboard or 
textbook 

05 02 02 03 12 8.57 

6 demonstration of science 
experiment 

01 00 00 00 01 0.71 

7 correcting student work 02 00 00 00 02 1.42 

8 giving individual guidance 01 00 01 00 02 1.42 

9 other 04 03 04 05 16 11.42 

TOTAL 35 35 35 35 140 
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Systematic Observation Record Form 4 

I School 61 Teacher DI Traininiz FB I 

Total Systematic Observation Time per observation 35 minutes 

Serial 
number 

Activity OBI OB2 OB3 OB4 Total % time 

I not involved with the class 24 18 16 23 81 57.85 

writing Q& Ans on the 
blackboard 

05 04 04 02 15 10.71 

3 asking factual Q/ explain 03 00 03 01 07 5.00 

4 giving administrative instruction 00 0 04 02 09 6.42 

5 reading from the blackboard or 
textbook 

00 03 03 03 09 6.42 

6 demonstration of science 
experiment 

00 00 00 02 02 1.42 

7 correcting student work 00 00 02 00 02 1.42 

8 giving individual guidance 00 03 00 00 03 2.14 

9 other 03 04 03 02 12 8.57 

TOTAL 35 35 35 35 140 

_j 

176 



Systematic Observation Record Form 5 

I School 91 Teacher EI TraininLy FB i 

Total Systematic Observation Time per observation 35 minutes 

Serial 
number 

Activity OB1 OB2 OB3 OB4 Total % time 

I not involved with the class 10 15 10 47 48.51 

2 writing Q& Ans on the 
blackboard 

06 05 04 08 23 16.42 

3 asking factual Q/ explain 05 04 06 03 18 12.8 5 

4 giving administrative instruction 04 02 02 03 11 7.85 

5 reading from the blackboard or 
textbook 

03 04 06 02 15 10.71 

6 demonstration of science 
experiment 

00 00 00 00 00 00 

7 correcting student work 02 02 02 04 10 7.14 

8 giving individual guidance 02 00 01 00 03 2.14 

9 other 03 03 04 03 13 9.28 

TOTAL 
1 

35 
1 

35 
1 

35 
1 

35 

-I 

140 

.ý . .j 

177 



Systematic Observation Record Form 6 

I School 21 Teacher FI TraininLy NFB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OBI OB2 OB3 OB4 Total % time 

I not involved with the class 15 10 16 15 56 40.00 

2 writing Q& Ans on the 
blackboard 

08 03 04 05 20 14.28 

3 asking factual Q/ explain 00 08 00 03 11 7.85 

4 giving administrative instruction 05 03 02 01 11 7.85 

5 reading from the blackboard or 
textbook 

04 03 07 02 16 11.42 

6 demonstration of science 
experiment 

00 00 00 03 03 2.14 

7 correcting student work 00 00 00 02 02 - 1.42 

8 giving individual guidance 00 03 02 01 06 4.28 

9 other 03 05 04 03 15 10.71 

TOTAL 35 35 35 35 140 

178 



Systematic Observation Record Form 7 

I School 41 Teacher GI Trainin NFB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OBI OB2 OB3 OB4 Total % time 

not involved with the class 14 16 18 64 45.71 

2 writing Q& Ans on the 
blackboard 

04 05 06 04 19 13.57 

3 asking factual Q/ explain 03 04 03 03 13 9.28 

4 giving administrative instruction 02 01 00 02 05 3.57 

5 reading from the blackboard or 
textbook 

02 06 03 03 14 10.00 

6 demonstration of science 
experiment 

03 00 00 00 03 2.14 

7 correcting student work 01 00 00 00 01 0.71 

8 giving individual guidance 00 00 00 02 02 1.42 

9 other 04 05 07 03 19 13.57 

TOTAL 35 35 35 35 140 
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Systematic Observation Record Form 8 

I School 71 Teacher HI TraininLy NFB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OBI OB2 OB3 OB4 Total % time 

I not involved with the class 7 15 06 13 41 29.28 

writing Q& Ans on the 
blackboard 

3 00 05 10 18 12.85 

3 asking factual Q/ explain 2 02 1- 00 14 10.00 

4 giving administrative instruction 2 01 02 00 05 3.57 

5 reading from the blackboard or 
textbook 

5 06 06 08 25 17.85 

6 demonstration of science 
experiment 

5 03 00 00 08 5.71 

7 correcting student work 4 02 02 00 08 5.71 

8 giving individual guidance 2 02 01 00 05 3.57 

9 other 5 04 03 04 16 11.42 

TOTAL 35 35 35 35 140 
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Systematic Observation Record Form 9 

I School 81 Teacherl I Training NFB I 

Total Systematic Observation 4 Time per observation 35 minutes 

Serial 
number 

Activity OBI 0132 OB3 OB4 Total % time 

I not involved with the class 08 10 11 12 41 29.28 

2 writing Q& Ans on the 
blackboard 

08 00 06 03 17 12.14 

3 asking factual Q/ explain 10 12 04 04 30 21.42 

4 giving administrative instruction 01 02 02 07 12 8.57 

5 reading from the blackboard or 
textbook 

04 05 05 03 17 12.14 

6 demonstration of science 
experiment 

00 00 03 00 03 2.14 

7 correcting student work 00 00 01 00 01 0.71 

8 giving individual guidance 01 02 00 01 04 2.85 

9 other 03 04 03 05 15 10.71 

TOTAL 35 35 35 35 140 
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APPENDIX 5 
Words selected by Students to describe the Classroom Climate 

STATEMENT 
Students were provided with a list of words and asked to pick out a maximum of four words 

which best describe their classroom climate, They could also use words not included in the lis 

WORDS AND PHRASES 

friendly rejecting relaxed inirnaculate tense 
aimless apathetic disciplined messy patchy 
noisy open organised quiet sad 
stimulating' lifeless unmotivated inactive structured 
insecure immaculate busy tense hostile 
working colourful formal dirty 
purposeless miserable happy formidable 
welcoming purposeful confident unruly 
enthusiastic dull closed alive 

Code Taughtby 
FB/NFB 

RESPONSES 

01, BL FB threatening, insecure, dull, lifeless 
02, JL FB threatening, miserable, sad, aimless 
03, PK FB threatening, insecure, sad, neglect 
04, RJ FB threatening, sad, aimless 
05, KR NFB threatening, punishing, quiet, insecure, aimless 
06, JJ NFB threatening, dirty, quite, boring 
07, BP NFB threatening, insecure, quiet, neglecting 
08,, KL FB lifeless, miserable, aimless 
09, Ci FB threatening, dull, lifeless, n-iiserable 
010, PK FB insecure, wasting, dirty, aimless 
01I, LP FB threatening, insecure, boring, wasteful 
012, RJ NFB threatening, neglecting, miserable 
013, AT NFB threatening, insecure, boring, neglecting 
0 14, KF FB threatening, boring, insec re, dirty 
015, AB FB threatening, miserable, lifeless dull 
016, NJ FB threatening, punishing, bo ing, lifeless 
017, CP FB dull, insecure, quiet, sad 
018, RT FB threatening, miserable, dirty, sad 
019, CN FB boring, wasteful, aimless, dirty 

020, KP FB threatening, insecure, ain-fless 
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APPENDIX 6 
Most Boring Activity as indicated by the Students 

STATEMENT 
Indicate the most boring activity in your class 

Code Taughtby 
FB/NFB 

RESPONSES 

01,131- FB sit quietly 
02, JL FB copying from the black board 
03, PK FB to be in the class. 
04, RJ FB listen the boring talk. 
05, KR NFB sit quietly 
06, JJ NFB sit quietly 
07, BP NFB copying from the board 
08, OKL FB sit quietly 
09, Ci FB copying from the black board 
010, PK FB learn from the black board 
01 1, LP FB not allowed to talk 
012, RJ NFB not allowed to move 
013, AT NFB reading from the board 
0 14, KF FB sit quietly 
015, AB FB sit quietly 
0 16, NJ FB coping from the black board 
017, FP FB iearn from the black board 
018, RT FB doing nothing 
019, CN FB sit quietly 
020, KP FB listen the boring talk 
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APPENDIX 7 
Activity liked best by the Students 

STATEMENT: Which activity do you like best in your class ? 

Code Taughtby 
FB/NFB 

RESPONSES 

01,13L FB do not know 
02, JL FB nothing 
03, PK FB nothing 
04, RJ FB do not know 
05, KR NFB when he is in a good mood 
06, JJ NFB do not know 
07,131? NFB nothing 
08, OKL FB when he keeps us busy in the whole period 
09, Ci FB do not know 
010, PK FB nothing 
01 1, LP FB very difficult to think 
012, RJ NFB when he asks question 
013, AT NFB when he gives us work 
0 14, KF FB do not know 
015, AB FB do not know 
016, NJ FB when he keeps us busy 
017, FP FB do not know 
018, RT FB when we are busy in work 
019, CN FB when guests come and we go out for observation 
020, KP FB when we do work rather than sit quietly 
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APPENDIX 8 
Activities the Students would like to do in Class 

STATEMENT 
What activities would you like to do in your lesson and Why? 

Code Taughtby RESPONSES WHY 
FB/NFB 

01,131- FB Activities in which I can use my So I can learn more and on my 
brain, different variety of own and if I can not understand so 
activities. making things, without fear I can ask teacher. 
freedom to ask questions even 
the silly ones. 

02JL FB Observing, doing some thing, I can enjoy and learn more, 
asking questions from the because I like to make things ,I teachers , model making. can make and show my friends. 

03, PK FB Doing ourselves, more So I can learn more on our own in 
explanation from the teachers, teachers absence and everybody 
competition. drawing, model work hard to win the competitions 
making so we will not get bored. 

04, RJ FB Writing our own selves, doing, Because in teachers absence we 
observing, model makings, group can help each other and do our 
activities. learning activities work also. 

05, KR NFB Asking . more explanations from I can learn the notes and will not 
teachers, doing things ourselves, waste our time. 
group activities. learning 
activities 

06JJ NFB Observing, riddles, talking to So I can understand clearly, I am 
each other, drawing, doing bored from copying and reading 
something, competitions from the blackboard. 

07, BP NFB Stories, more explanation from Because it will be interesting and 
the teachers, freedom to ask we will enjoy and learn more. I 
questions , more activities where know I can explain my friends 
we don't waste our time many things 

08, KL FB More explanations from the I want to know the meaning of the 
teachers. doing some thing difficult words and pharases, like 
different talking to each other. light travels on straight lines, but I 
learning activities don't know how 

09, Ci FB Different activities, asking So I can understand more, and 
questions from teachers, more enjoy my lesson 
explanation from teachers. model 
making, learning activities 

010, PK FB Stories, more self learning It will be less threatening and no 
activities, less dependent fear of punishment. It will be fun 
activities on teachers, clear and we feel success when we did 
explanation from teachers. it ourselves 

01 1, LP FB Model making, different other I like to make things and know 
activities, competitions, freedom many things. I want to show my 
to ask questions, talking to friends so that than can make, and 
others, learning activities it will be fun. 

012, RJ NFB More explanation from teachers, So I can learn my lesson and if I 

competitions, model making, feel problem then I can ask 
freedom to ask questions from question from teacher or friend 
teachers without the fear of punishment 

013, AT NFB Different sort of activities. self So I can learn more even in 
learning activities, competitions, teacher's absence, and utilize our 
enjoyable activities time in learn rather then wasting 

185 



014, K-F FB Other varieties except copying I am very bored by copying wrong 
and reading from the blackboard. notes from the board and from 

- 
reading with teacher. 

015, AB FB More explanation from teachers, So I can understand better, and 
other kind of activities, learning enjoy my lesson 
activities not wasting time 

016, NJ 1713 Freedom to ask questions, model I am fed up with doing boring 
making, competitions, more work, I want variety and fun. I 
difficult work, more explanation want to understand what he says 
from the teachers and teach. 

017, FP FB Different activities, more work, I do not understand what she 
allowed to talk to each other, writes, so I want proper correction 
more correction and freedom to talk so I can ask 

my friends and correct my work 
018, RT FB Observation activities, freedom I want a change which can reduce 

to ask questions, more correction, the wastage of my time and I can 
more teaching, more explanation learn more. His handwriting is 
from the teachers very poor, I always copy wrong 

notes. What I understand, I write. 
019, CN FB More work, freedom to talk to He never explains, comes writes on 

each other, more correction, the board and orders to copy. I 
more explanations from the want to understand and write 
teachers correctly. 

020, KP FB More teaching, clear explanation, We are very poor I want to learn 
competitions, model making, more and do not want to waste 
different kinds of activities. time, because my parents gives 

tutions fees with very difficulty. 
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APPENDIX 9 
Phrases used by the Teacher and recalled by the Students 

STATEMENT 
Close your eyes and think about the language your science teacher uses in your class to address you. 
to praise you, to warn you , to instruct you. Now open your eyes and write down all the things that 

the teacher says in the class. 

Code Taught by RESPONSES 
FB/NFB 

01, BL FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, don't smile, does not have the brain, 
read from the book. 
I will not repeat, meaningless, mad girl. 

02JL FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, does not have the brain, read from the book, 
I don't like this, good, stop smiling. 

03, PK FB Copy from the blackboard, look at the blackboard, don't move, sit quietly, does 
not have the brain, read from the book. 
Unsatisfactory, incorrect, where is your brain ? 

04, RJ FB Copy from the blackboard, look at the blackboard, don't move, sit quietly, 
don't smile, does not have the brain, read from the book. 
You ugly girl, stupid, without brain. 

05, KR NFB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, does not have the brain, read from the 
book. 
Joker, don't be silly. 

06JJ NFB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, don't smile, does not have the brain, 
read frorn the book. 
Don't try to be smart, unsatisfactory, always wrong. 

07, BP NFB Copy from the blackboard, look at the blackboard, don't move, sit quietly, 
nonsense, don't smile, does not have the brain, read from the book. 
You know I am very strict, unsatisfactory, useless. 

08, KL FB Copy I'rorn the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, read from the book. 
Go to mental hospital, you made me sick, Idon't like you. 

09, Ci FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, don't smile, does not have the brain, read from 
the book. 
Unsatisfactory, dirty girl, nobody will talk to this girl. 

010, PK FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, read from the book, mad girl. 

01I, LP FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, don't smile, read from the book. 
What a silly girl, good, you can do better, try hard. 

012, RJ FB Copy from the blackboard, look at the blackboard, don't move, sit quietly, 
nonsense, don't smile, does not have the brain, read from the book. 
Always wrong, unsatisfactory, you never can do it, silly girl. 

013AT NFB Copy fi-orn the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, does not have the brain, read from the 
hook. 
Stupid, nonsense, ugly girl, if you will wrong answer you will be punished, get 
away. 
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014, KF FB Copy from the blackboard, look at the blackboard, don't move, sit quietly, 
nonsense, don't smile, read from the book. 
Very duffer, unsatisfactory, always, don't look here and there, if Salma can not 
do then nobody can do in Class. 

015AB FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, don't smile, does not have the brain, read from 
the book. 
If Salma cannot do that nobody can do in class, unsatisfactory, you are mad, 
you deserve to be treated badly. 

016, NJ FB I will a give a slap on your face, don't move, sit quietly, nonsense, don't smile, 
read from the book. 
Never try to understand, always wrong, shut up. 

017, FP FB Copy from the blackboard, look at the blackboard, don't move, sit quietly, 
nonsense, don't smile, read from the book. 
Don't, don't, don't, don't 

018, RT FB Don't move, sit quietly, nonsense, don't smile, read from the book, you idiot, 
dirty writing, dirty girl. 
You are wrong, you are worthless, unsatisfactory. 

019, CN FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, nonsense, don't smile, does not have the brain, 
read frorn the book. 

020, KP FB Copy from the blackboard, look at the blackboard, I will a give a slap on your 
face, don't move, sit quietly, don't smile, read from the book. 
You are dirty, stupid, unsatisfactory, you are wrong all the time. 
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APPENDIX 10 
Students' expectations of the Teacher 

STATEMENT 
What do you expect from your teacher ? 

Code Taughtby RESPONSES 
FB/NFB 

0 1, BL FB Trust on my abilities, do correction regularly, like their students more. do not 
waste our time, more friendly, less punishing, give difficult work to do 
ourselves. 

02, JL FB Treat as an individual, do not blame always, more freedom to do our own work, 
give difficult work which we can try to do on our own, not give physical 
punishment, teach me more. 

03, PK FB Trust on me, less threatening, do correction regularly, more work but not 
which we already know, friendly, do not assume without judging, more 
communication between students. 

04, BL FB Do not threatening, give more new work, do not assume that we can not read, 
more understandable, do not treat as an animal, love us. 

05, KR NFB Allow us to talk each other, do correction regularly, allow us to move in class. 
less threatening, do not waste our time, teach us more. 

06JJ NFB Trust us, allow us to do our own work not copying all the time from board or 
book, do not assume we are duffers. 

07,131? NFB Less threatening, do not waste our time in just sitting down quietly, do not 
assume we girls are always bad, do correction regularly. 

08,, KL FB Give more work, do not assume that we do not have brains, teach differently, 
give us freedom to do our work own or own. 

09'Ci FB Less threatening, do not waste our time, give more difficult work, give work 
when he leaves class, trust us we can give some better ideas. 

010, PK, FB Do not teach what we already know, give confidence to us, more friendly, do 
correction regularly, do not assume we cannot work in his absence. 

011, LP FB Less threatening, give more work, do not assume girls do not have brains, more 
freedom to move and talk to each other we will learn well. 

012, RJ NFB Do not teach us one month work in the whole year, do correction regularly, take 
our exam, trust us, friendly, give more work, have confidence on us. 

013, AT NFB Give us more work, open more communication between students, do correction 
regularly, less threatening, do not leave us without giving any task. 

0 14, KF FB Do more work, do not teach what we already know, do correction regularly, 
don't jump on conclusion that we are duffer, less threatening, teach us more. 

015, AB FB Do correction regularly, do not ask us sit quietly, give interesting and difficult 
work, do not leave the class empty, do not beat us badly. 

016, NJ FB Do not waste our time, teach us more, take exam on regular basis, less 
threatening, less punishing, do correction regularly, do not assume we can not 
pass exam with out gi ing a test. 

017, FP FB More friendly, give us more work, trust us, teach the whole book, give freedom 
to move and talk each other, less punishing, take more tests, do correction 
regularly. 

018, RT FB Less threatening, less punishing, teach us more, allow us to talk with each 
other, like their students more, do not leave the class empty, do not teach us 
what we already know. 

019, CN FB Teach us more, less punishing, do correction more, do not leave the class 
empty, give us more work, allow us to talk to each other and move in the class. 

020, KP FB Trust on my abilities, like the students more, give us more work, do not leave 
t. the class empty, do not say we are bad and duffer students with out givinLtes 
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