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Abstract

When a curriculum is renewed or modified, the necessity of training becomes more inevitable to help teachers to cope
with the innovations. With a view to enhancing the quality of English language learning, Communicative Language
Teaching (CLT) was introduced in Bangladesh and accordingly, English language teachers have been trained to address
this change. In this paper, attempts have been made to investigate the degree of implementation of the teaching skills,
techniques, and knowledge the teachers received from the training session, and identify the challenges they faced while
implementing them in classrooms. There have also been efforts to learn more about the recommendations of the
practicing teachers. In doing so, the study adopts an explanatory mixed-method study and collects data from students,
teachers, and master trainers using tools, such as a questionnaire, classroom observation, and focus group discussion.
Findings suggest that because of several contextual, pedagogical, cultural, and infrastructural factors, trained teachers
are unable to implement their newly-acquired knowledge in their classes. With a view to including the voices of the
practitioners working at the grassroot level, the study ends with a presentation of the recommendations of the teachers
and trainers to overcome the challenges they encounter.

Resumen

Cuando se renueva o modifica un plan de estudios, la necesidad de capacitacidon se vuelve mas inevitable para permitir
gue los maestros puedan hacer frente a las innovaciones. Con el fin de mejorar la calidad del aprendizaje del idioma
inglés, se introdujo la ensefianza comunicativa de idiomas (CLT) en Bangladesh y, en consecuencia, se ha capacitado a
los profesores de inglés para hacer frente a la innovacion. En este trabajo, se intenta investigar el grado de
implementacion de las habilidades, técnicas y conocimientos de ensefianza que los maestros recibieron de la sesion de
capacitacion, identificar los desafios al implementarlos en las aulas y estar informados de las recomendaciones de los
maestros en ejercicio. Al hacerlo, el estudio adopta un estudio explicativo de método mixto y recopila datos de
estudiantes, maestros y entrenadores maestros utilizando herramientas como cuestionarios, observacion en el aula y
discusion de grupos focales. Los hallazgos revelan que los maestros capacitados no pueden implementar sus
conocimientos de la capacitacion en sus clases debido a varios factores contextuales, pedagogicos, culturales y de
infraestructura. Los desafios que enfrentan los maestros también emanan de ellos los problemas antes mencionados.
Con el fin de incluir las voces de los profesionales que trabajan a nivel de base, el estudio termina con la presentacion
de las recomendaciones de los maestros y formadores para superar los desafios que encuentran.

Introduction

English is widely used as second or foreign language or as a language of international communication in
almost all the countries of the world. Its study is compulsory for students from Classes I to XII (Grades 1
to 12) in Bangladesh (Islam, 2010). The main objective is to equip the learners with communicative
competence to face the challenges of the 215t century. Teacher training plays a very crucial role for effective
and state-of-the-art teaching in the classroom in order to achieve this objective. (H. R. Khan, 2005; Quader,
2005). To make English language teaching (ELT) successful and meaningful in practice, since 2000 the
government and non-government organizations (NGOs), which are often supported by external donors
(Hamid & Erling, 2016), have been investing a huge amount of money in training English language teachers
on how to teach English language following the Communicative Language Teaching (CLT) approach in
Bangladesh (Roshid, 2008). It is important to mention that English was taught following the Grammar
Translation Method (GTM) before CLT was introduced in the 1990s (Haque, 1999). When the communicative
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approach was introduced, textbooks were written communicatively, integrating the four skills of language,
and highlighting real-life situations and activities (H. R. Khan, 2005; Yasmin, 2008). Teachers were trained
to teach communicatively as well. In 2012, the communicative curriculum, along with the textbooks and the
assessment system, was revised (National Curriculum and Textbook Board, 2012). Following the curricular
changes, the training courses mentioned above were initiated.

Despite all these changes and teacher training initiatives, significant changes in ELT were not noticed, and
the ELT training was not found to be transferred to the classroom by the trained teachers (Huda, 2015). In
the micro-teaching or simulation sessions of ELT training courses, many trainee teachers performed well,
but they faced obvious challenges in implementing their skills learnt from the training sessions into real
classrooms (Huda, 2015). This study gives an overview of intensive In-service Teacher (INSET) training
programs provided to secondary English teachers in Bangladesh. The aims of the study are to investigate
the degree of implementation of the teaching skills, techniques, and knowledge of the trained teachers in
the actual classrooms; to identify the challenges they face in implementing training-based skills, techniques,
and knowledge in their real classrooms; and to identify recommendations of the teachers and master
trainers (MTs) to overcome these challenges.

The findings of the study should identify the degree of implementation of training by the trained teachers,
and the problems they face while implementing it, and thus help policy makers formulate their policies for
implementing the training, removing the identified challenges in achieving the desired goal.

Literature Review

English language teaching in Bangladesh has been teacher-centered both in the past before the CLT era and
now during it. In both cases students have been able to rarely engage in classroom activities. In Bangladesh,
ELT means reading aloud from the English textbook provided by the government, defining any unfamiliar
words to the learners, and translating each sentence from English into Bengali (Hamid & Baldauf, 2008;
Haque, 1999; Yasmin, 2008).

GTM and its variants have been used extensively in different parts of the world since the first half of the
19th century (Dutta, 2006). However, this approach failed to prepare learners to communicate in the target
language in real-life situations, and, hence, the necessity to make the students communicatively competent
was felt. Although CLT originated in the late 1960s and expanded in the 1970s (Dutta, 2006), it was
introduced in Bangladesh in 1996 (R. A. Khan, 2005), and, it has been used since then. Its principles are
still followed in the writing of course books and other teaching resources globally. According to Richards
(2006), “...it has influenced many other language teaching approaches that subscribe to a similar philosophy
of language teaching” (p. 45). CLT is unique for paying systematic attention to both functional and structural
aspects of language, and for combining them more communicatively (Littlewood, 1981).

According to Richards and Rogers (2014), “"Communicative Language Teaching...marks the beginning of a
major paradigm shift within language teaching in the twentieth century whose ramifications continue to be
felt today” (p. 81). They further state that CLT, as an approach, includes a varied set of principles based on
interactionism that leads to a wide range of classroom procedures (Richards & Rogers, 2014).

Background of ELT teacher training in Bangladesh

Teaching is a dynamic process characterized by constant change, and teachers’ behavior needs to adapt
according to the changes in teaching and learning context (Sultana, 2005). To cope with these changes,
teachers need to develop themselves professionally. With the introduction of CLT in 1996 in Bangladesh
many training programmes were launched by different training institutes, projects, and NGOs to train and
equip teachers with the techniques of CLT. Among them, the training courses offered by the English
Language Teaching Improvement Project (ELTIP), the Post-primary Basic and Continuing Education (PACE)
programme of BRAC, Teaching Quality Improvement (TQI) in Secondary Education Project (TQI-SEP), the
National Academy for Educational Management (NAEM), and very recently, English in Action (EIA) projects
(Anwaruddin, 2016; Hamid & Jahan, 2020) are prominent. These courses are basically based on pedagogy,
aiming to help English teachers cope with the changes in the curriculum and teaching methods and
techniques. Most of the abovementioned courses are based on the reflective model that gained wide
acceptance in teacher education (R. A. Khan, 2005).

There have been several studies on ensuring quality English education at the secondary level in Bangladesh
by both government and non-government organizations (Chowdhury & Farooqui, 2012; Farooqui, 2014;
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Haider & Chowdhury, 2012; Karim et al., 2017; Rahman et al., 2018). However, in most studies, the issue
of training has been investigated from the perspectives of implementing the curriculum, teaching,
communicative language teaching, or language policy. Most direct studies on training are found in large-
scale training programmes, such as ELTIP, EIA, and PACE. Nonetheless, various short-term in-service
training programmes are offered by government and non-government organizations. Research-based
studies on their effectiveness and outcomes are hard to find. Hence, this study, in particular, researches the
post-training experiences of teachers who have received short-term training from a government
organization.

The state of CLT training

Training for teachers was intended to bring about a constructive reformation in the quality of teaching;
however, in actual fact, this did not seem to have occurred because the training was not carried out as
planned (Ahmed, 2005; Ara, 2005; Huda, 2015). Training, be it long term or short term, does not ensure
its effective implementation and desired outcome (Hassan, 2013). Due to an absence of supervision, trained
teachers are often found to be disinclined to implement their training-based knowledge. Often, INSET and
real practices have contextual differences (Sim, 2011). Though attempts have been made to explore
teachers’ changed behavior after INSET (Ashrafuzzaman, 2018, English in Action, 2009; Shah et al., 2011),
several studies (Ahmed, 2005; Ara, 2005) have identified constraints in implementing training in the
classroom. They are detailed below.

First, the success of training largely depends on the competence of the English language teachers. However,
throughout the country, there seems to be a great scarcity of qualified teachers who are able to teach
communicatively (Ahmed, 2005; Ara, 2005; Huda, 2015).

Second, according to Barman et al. (2006) culture plays an important role when it comes to innovation in
language pedagogy. They noted that teachers and students are unwilling to accept the transition from
teacher-centered classes to learner-centered classes, roughly comparable to the conditions in Japan
(Matsumoto, 2015), because local cultural codes perceive it improper for students to be casual or argue
with teachers; such action is usually considered to be disrespectful according to local conventions.

Third, teaching and testing are interrelated, and teaching may be ineffective if it is not reflected in testing.
Language testing in Bangladesh is characterized primarily by rote learning; such a system is geared toward
testing memory-based knowledge rather than language proficiency or communicative competence
(Shahidullah, 1999). Though it is clearly stated in the syllabus objectives that students’ communicative
ability will be tested, practically, testing items are taken from the textbook contents and students’ mastery
of these contents ensures them getting better grades on the examination (Shahidullah, 1999). Though
attempts have been made to integrate listening, speaking, reading, and writing skills equally in the textbook,
only reading and writing skills are included in the examinations; other skills are completely ignored (Huda,
2015), resulting in a negative backwash effect.

Fourth, class size has always been considered a vital factor in the context of foreign language teaching.
Class management and application of training or teaching methodology becomes complicated when the class
is a large one, but, in Bangladesh, large classes are an unavoidable reality in almost all secondary
educational institutions (Islam et al., 2005; Kabir, 2012). Even if some of the teachers are well versed in
the teaching and fundamentals of CLT, they have little to do in classrooms where there are more than 30
students (Ara, 2005). Making the class interactive and communicative is one of the central features of CLT,
which is hindered by the learning environment of the large class (Islam et al, 2005).

Fifth, delivering training in the classroom requires efficient and motivated teachers, but, as viewed by
researchers and educators, most teachers seem to be unmotivated for a variety of reasons,. As teaching is
an underpaid profession in Bangladesh, it is not the first priority of many teachers. Jobseekers initially
compete for more lucrative career options. When they fail there, they unwillingly opt for the teaching
profession as their last resort. On the one hand, teachers have excessive workloads and insufficient time to
prepare for classes, organize lessons, or write corrections. On the other hand, because they are underpaid,
they lack motivation to make their lessons engaging and successful (R. A. Khan, 2005).

Finally, knowledge from training is not implemented in the classroom as the classroom activities of the
trained teachers are not monitored. Systematic post-training follow-up and constructive monitoring
networks can ensure a more effective outcome of any training in a sustainable manner (H. R. Khan, 2005).
Teachers receive training, but they rarely apply it in their classroom. Such discoveries indicate that the
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absence of systematic monitoring of their classroom teaching leads them to stay in their comfort zone and
indulge in following their preferred grammar translation method (Haque, 1999; Huda, 2015).

Most of the factors presented here refer to the lack of efficient teachers, cultural issues, large class size,
testing culture, and lack of monitoring. However, studies on the challenges faced by the trained teachers in
applying their training-based knowledge and skills in their classrooms after receiving short training are
hardly found in the literature. The present study addresses the less explored area.

Research Methodology

The study adheres to the features of an explanatory sequential design, one of the mixed-method designs
for collecting and analyzing both quantitative and qualitative data to understand a research problem
(Creswell, 2011, 2012). The research was based on the primary data collected from classroom observation,
a questionnaire survey with the students, and trained teachers. At this phase, the nature of the data was
mostly quantitative. However, there were two open-ended, yet relevant questions added in the
questionnaire for teachers (see Appendix 3, questions 14 and 15). At the next stage, focus group discussion
(FGD) with master trainers and teachers was conducted, and qualitative data was collected. The entire
research design of the study is presented in the following Figure:

Quantitative data Qualitative data
collection and —_—> Followed — collection and

by analysis & Discussion

Interpretation

analysis

« Classroom

Observation FGD with Master

Trainers who are

« Questionnaire
for Students
and Teachers

also practicing
teachers

Figure 1. Flow chart of the explanatory mixed-method design adopted in the study

All the participants and institutes were informed about the research. They were invited to participate
voluntarily. Anonymity of their identity was confirmed in writing. Thirteen upazillas (sub-districts) from six
districts in four administrative divisions of the country were purposefully chosen for the study. Two schools
from each upazillas were selected. A purposive selection method was applied because the study was based
on two INSET courses offered by NAEM, namely Communicative English Course (CEC) and the English
Language Teaching (ELT) course. In the next section, brief descriptions of the courses, their objectives, and
their contents are presented. Although English teachers from institutions from a number of upazillas
participated in either course, the institutions from the list provided by NAEM were selected as they were
easily accessible to the researchers. Districts and divisions were judiciously chosen with a view to
generalizing the findings. Twenty-six schools were included for data collection. The sample of the research
consisted of 650 students (twenty-five students each from these 26 schools) to complete their questionnaire,
26 English teachers (one from each of the 26 schools) to complete their questionnaire, and the observations
of 26 English classes (one from each of the 26 schools) by 26 teachers from 13 upazillas from six districts,
namely Dhaka, Narayangonj, Chattogram, Sylhet, Khulna and Satkhira, and ten master trainers (MT) and
teachers from four divisions to participate in focus group discussion (FGD) in this study. The number of MTs
varied across divisions because of their availability in the respected divisions. Master Trainers are
experienced and skilled practicing teachers who also work as trainers at other projects like TQI-SEP, and
PACE. In this study, data was collected from 26 teachers and ten MTs.

L No. of No. of No. of No. of No. of No. of No. of MTs
Division Districts upatzillas Schools Classes Teachers Students (FGD)
(0OBS) (Ques)
Dhaka 2 5 10 10 10 250 3
Chattogram 1 2 4 4 4 100 2
Khulna 2 4 8 8 8 200 2
Sylhet 1 2 4 4 4 100 3
Total 06 13 26 26 26 650 10

Table 1. Tabular representation of sampling
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Four types of instruments, including an Observation Checklist, Questionnaire for Students and another for
Teachers, and a Questionnaire for FGD with MTs, were used for collecting data for the study. The classes
were observed using an observation checklist by a trained and expert observer (here the authors of the
article), and after observation, the students were asked to fill out the questionnaire. Teachers were asked
to fill out the questionnaires in their offices. For FGD, ten English teachers working as master trainers from
four divisions were invited to a special venue, and all arrangements were made prior to the researchers
going to that district for data collection.

Once the process of data collection was completed, the data was analyzed and interpreted. First, the data
was compiled and tabulated. Next, the information was summarized and interpreted. After that, these three
types of responses were combined and compared, and the data was finally summarized to address the three
central research objectives.

Brief descriptions of the training courses

Communicative English Course (CEC)

The Communicative English Course (CEC) of NAEM is a 21-day-long training course, providing in-service
training to English teachers at the secondary level. The course aims at helping the teachers develop
knowledge, skills, and attitudes for teaching English as a language. The course covers a wide range of basic
classroom teaching skills and practical techniques for developing the four skills of language and
communicative grammar using teaching aids and materials in class and other areas of competence in the
light of English for Today (EFT), the coursebook produced by the government of Bangladesh. The course is
comprised of integrated theory and practice sessions. Theories on classroom techniques for developing
learners’ language skills, lesson planning, and learner evaluation are followed by demonstration classes by
the trainers. Group work, pair work, individual work, demonstration, micro-teaching, and peer observation
are used as training methodologies and techniques. The course actually has 13 working days, excluding
weekly holidays and study tour, in which the following content is dealt with: introduction to communicative
language teaching (CLT); classroom management; preparing lesson plan; teaching listening, speaking,
reading, and writing skills; teaching vocabulary, grammar in a communicative approach, pronunciation;
assessment and designing tests; using teaching aids; and preparing digital contents.

English Language Teaching (ELT) training Course

The ELT is a newly introduced 12-day long training course by NAEM, providing in-service training to teachers
of English at secondary-level institutions. This course is held as a satellite mode in different parts of the
country taking NAEM training to the doorsteps of the teachers. The course covers a wide range of basic
classroom teaching skills and practical techniques for developing the four skills of language and
communicative grammar using teaching aids, and other materials in the class and other areas of competence
in the light of EFT. It includes the following contents and topics: how learners learn, introduction to
Communicative Language Teaching (CLT), classroom management, preparing lesson plans. teaching
listening, speaking, reading, and writing skills, teaching vocabulary, communicative grammar, and
pronunciation, assessment and test design, using teaching aids, and observing colleagues.

Findings and Discussion

The purpose of this study was to find out to what extent the contents of the ELT training were being used
in the classroom. Data was collected from the teachers who received prior training by NAEM. Therefore,
data collection tools were designed based on the contents of Communicative English Course (CEC) and
English Language Teaching (ELT) training courses. Ten teaching concepts, methods, and techniques were
selected as variables from the contents of these two training courses to find out the present status of
applying these methods and techniques in the classroom. The same variables were used in students’ and
teachers’ questionnaires and classroom observation checklists for getting authentic information about the
implementation of training and for triangulation of data. The data is interpreted below based on comparison
and contrast among the three types of data. However, two open-ended questions were asked of teachers
only, and the qualitative data from their responses is presented at the end of this section.
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Findings from questionnaires for teachers and students and classroom observation

Taking classes in English to maximise students’ exposure to English

B Students data B Teachers Data B Classroom Observation
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50% 1%  42%
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|
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Figure 2. Taking classes in English to maximise students’ exposure to English

Ambience plays an important role in the acquisition and learning of the English language, and the trainee
teachers are familiarized with this concept in the training session. In response to the question “how
frequently do teachers use English” in the classroom, findings from 21% of the students reveal that teachers
use English always; 41% mentioned that they do it often; 33% said sometimes; 3% said rarely; and 2%
said that they never use English in the class. According to teachers, 58% of the teachers use English always;
23% often; and 19% sometimes. On the other hand, from the class observation, it is found that 31% of the
teachers use English always; 42% often; 19% sometimes; and 8% of them never use it. Hence, the data
from students and observation suggests that around two-thirds of the teachers always or often use English
in their classrooms, though 81% of the teachers claim that they always or often use English in their English
classes. However, it is noticed in the observation that teachers used very limited English in giving very short
and incomplete instructions like “open your book,” “sit down,” and “read the passage,” checking answers,
asking questions from the textbook, and did not initiate speaking for clarification, and giving feedback. Thus,
an appropriate ambience for learning English and giving students exposure to spoken English could not be
created.

Teaching listening activities from English for Today (EFT)

B Student's data B Teacher's data B Classroom observation

Always Often Sometimes Rarely Never

Figure 3. Doing listening activities from English for Today (EFT)

In case of teaching listening activities, 45% of students responded by saying their teachers teach listening
activities always; 21% said they do it often; 25% said sometimes; 5% said rarely; and 11% said that they
never teach listening skills. On the other hand, according to teachers, 31% of teachers always teach listening
activities; 27% often; 19% sometimes; 4% rarely; and 19% of teachers never teach listening activities in
the class. It needs to be mentioned that 26 lessons were observed, and none of the lessons was a listening
lesson. Hence, it was not possible to observe how effectively listening lessons are taught following the
techniques learnt in the training.
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Teaching reading activities from EFT

B Student's data B Teacher's data B Classroom observation
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Figure 4. Teaching reading activities from EFT

In the case of teaching reading activities, according to students, 45% of students responded by saying their
teachers always give them silent reading practice; 22% said they do it often; 25% said sometimes; 4%
rarely; and 4% never gave them silent reading practice. According to the teachers, 58% of teachers teach
reading skills following pre, while, and post reading stages and engage students in silent reading; 38% do
it often; and 4% do it sometimes. From classroom observation, it was found that only 4% of teachers always
followed the right techniques of teaching reading; 38% did it often; 41% sometimes; and 17% of rarely
followed the techniques they learnt from training. According to students, around two-thirds of teachers
followed the techniques always or often, but, in the observation, it was found that even less than 50% of
teachers always or often taught reading activities.

Teaching writing activities following process approach

B Student's data B Teacher's data B Classroom observation
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Figure 5. Teaching writing activities following process approach

In the training, teachers are taught to teach writing activities using a process approach, which means
students will write following some steps, such as brainstorming ideas, discussing in groups, and jotting down
the points about the topic, organizing the ideas, and then writing the first draft, expanding those ideas, peer
checking and finalizing the writing using feedback. In the case of teaching writing, 43% of students think
teachers always teach writing skills following a process approach; 17% think they often do it; 29%
sometimes; 6% rarely; and 5% of students think they never teach writing skills following a process
approach. According to the teachers, 38% of teacher always use a process approach to teach writing skills;
35% do it often; and 27% of teachers do it sometimes. But, in the observation, 17% of teachers were found
to follow the process approach sometimes; 43% of teachers did it rarely; and 40% never did it. In most
cases, teachers asked students to write answers to questions or isolated sentences using the grammatical
structures that they were taught. The observed lessons hardly included any writing tasks; a few writing
tasks were given as homework.



This is an open-access article distributed under the terms of a Creative Commons
Attibution-NonCommercial-ShareAlike 4.0 International (CC BY-NC-SA 4.0) license.

MEXTESOL Journal, Vol. 46, No. 4, 2022 8

Teaching speaking activities

B Student's data B Teacher's data B Classroom observation

Always Often Sometimes Rarely Never

Figure 6. Teaching speaking activities

In the case of teaching speaking activities, 25% of students think that teachers always do pair or group
work; 24% think they often do it; 28% think they sometimes do it; 12% think they rarely do it; and 11%
of students think teachers never do them. According to the teachers, 54% of teachers always do these
activities; 19% do them often; and 27% sometimes give students speaking practice. In the observation, it
was found that 8% of teachers always do these activities; 31%, do them often; 19% do them sometimes;
and 42% of teachers rarely do them. Teachers were found not to involve all students in practicing speaking
in pairs or groups using pictures of the lesson. In most cases, they just asked 2 or 3 students questions
about the picture from the book. They did not use other speaking activities like asking and answering
questions, comparing answers, or discussing topic-related speaking activities given in the lesson.

Teaching vocabulary using different techniques

B Student's data B Teacher's data B Classroom observation
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Figure 7. Teaching vocabulary using different techniques

Different techniques of teaching vocabulary, such as using pictures or real objects, doing mime, or acting,
giving definitions, explanations, and examples, were taught to the teachers in the training sessions. In this
regard, 42% of students think that teachers always use these techniques; 24% think they often do; 25%,
sometimes; 5%, rarely; and 4% of students think that teachers never use these techniques. According to
the teachers, 69% of teachers always teach new words using different techniques; 27%, often; and 4% of
teachers sometimes use them. However, in the observation, it was noticed that only 19% of teachers often
tried to use other techniques than using Bangla translation for teaching vocabulary; 38%, sometimes; 23%,
rarely; and 20% of teachers did not teach vocabulary at all. Though teachers tried to avoid Bangla, they
only gave English synonyms and very few of them used pictures to teach new words.
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Teaching pronunciation

B Student's data B Teacer's data B Classroom observation
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Figure 8. Teaching pronunciation

Forty-seven percent of the students think that teachers always teach pronunciation while 25% of students
believe that teachers often teach pronunciation; 19% believe that teachers sometimes teach pronunciation;
5% believe that teachers rarely teach pronunciation; and 4% believe that teachers never teach
pronunciation. According to teachers, 69% always teach pronunciation; 8% often; and 23% sometimes do
it. However, in the observation, it was found that only 4% of teachers always do it; 12% often; 30%
sometimes; 20% rarely; and 34% of teachers never address pronunciation in their teaching of English.
Pronunciation teaching was limited to the teaching of new words and was not related to the entire lesson.
Often, their own pronunciation was not acceptable. They were never seen correcting students’ incorrect
pronunciation.

Using visual aids for making class interesting and effective

H Student's data B Teacher's data B Classroom observation
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Figure 9. Using visual aids for making class interesting and effective

Regarding using visual aids to make teaching more interesting and effective, 31% of students think that
teachers always use visual aids; 26% of students think they often do; 30%, sometimes; 6%, rarely; and
7% of students think teachers never use visual aids in classrooms. According to the teachers; 27% of
teachers always use visual aids; 30% often use them; 31% sometimes use them; and 12% of teachers
never use any visual aids. However, it was found in the observation that 35% of teachers often; 42%
sometimes; and 23% teachers never used any visual aids. Most of the teachers’ use of visual aids was
limited to introducing the lesson, and many of them did not even use the pictures given in the textbook.
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Correcting students’ errors
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Figure 10. Correcting students’ errors

In response to the question of whether teachers correct students’ errors when they practice learning the
language, 56% of students think that teachers always correct students’ errors; 18% of students think that
they often do; 13%, sometimes; 4%, rarely; and 9% of students think teachers never correct the errors.
According to the teachers, 50% of teachers always correct students’ errors; 30% often; 8% sometimes;
and 12% of teachers never correct the errors. In the observation, it was seen that 8% of teachers always
correct students’ errors; 23, always; 38%, sometimes; 20%, rarely; and 11% of teachers never correct
their errors. This technique is more applicable in the participatory classrooms where students are engaged
in practicing different language skills. In the observation sessions, teachers were hardly found to encourage
a participatory class.

Encouraging students to learn English
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Figure 11. Encouraging students to learn English

Regarding encouraging students, 43% of students think that teachers always encourage them for learning;
27% of students think they often do; 21%, sometimes; 6%, rarely; and 3% of students think that teachers
never encourage them to learn English. According to the teachers, 84% of teachers always encourage
students to learn; 12% often; and 4% of them sometimes encourage them to learn English. In the
observation, it was found that around 15% of teachers encouraged their students; 21%, often; 35%,
sometimes; and 19% of teachers rarely encouraged them to learn English.

Challenges (from the open-ended question)

In the first open-ended question, the teachers were asked to present a list of challenges they face while
applying the techniques and methods of teaching English in their classes. The following patterns and issues
emerged from the analysis of their responses and are quantified as presented below.
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No. of
No. Challenges (::::::_r?n
percentage)
1 Educational resources, such as electronic devices, audios, teachers’ books, and teaching aids, are inadequate and/or unavailable. 54%
2. Most secondary level students have poor knowledge of and less proficiency in English. 54%
3. Memorization, not language skills, is tested in a faulty testing system. 46%
4. Students’ shyness and inertia are apparent in speaking and listening activities. 38%
5. The classroom is very large due to the many students. 35%
6. Cultural reality and the context of teaching and learning English do not support the CLT approach or other modern techniques in the class. 27%
7. Learners are exam-oriented, and their main goal is to get good grades. 23%
8. Teachers are less competent at teaching the English language as a language. 19%
9. The physical environment, including congested seating arrangement, is not suitable for applying the techniques and the CLT approach in the 15%
classroom.
10. The class duration is short for implementing the methods learnt in training. 15%
11. There is no support for monitoring, counseling, or following up on the post-training activities from the experts. 12%
12. Parents are unaware of the benefits of teaching and learning English using a modern approach. 12%
13. Excessive workload, including 4-6 classes each day and performing other non-teaching and administrative activities, pose challenges to planning each 12%
lesson and teaching English in a modern approach.
14. The textbooks hardly address learners’ needs and interests. 12%
15. The English syllabus is quite large to complete in the academic year. 8%
16. There is a severe gap between linguistically advanced and slow learners. 8%
17. Teachers lack the skills to teach grammar communicatively. 4%
18. No refresher course or follow-up training course is arranged for teachers. 4%
19. School Managing Committee (SMC) members and head teachers are often found not to inspire and support the application of training in the class. 4%
20. Many students perceive English as a difficult subject. 4%

The challenges mentioned above include issues ranging from the education system (syllabi, textbooks,
teaching, assessment, and infrastructural support) to cultural issues, background of teachers, learners,

Table 2. Challenges (from the open-ended questions)

parents, and training, and monitoring system.

Solutions (from the open-ended questions)

In the second open-ended questions, the teachers were asked to present suggestions to overcome the
challenges mentioned by them. The following patterns and issues emerged from the analysis of their

responses and are quantified while presenting.

11

No. of teachers
No. Suggestions (approx. in
percentage)

1 Testing should be reformed by including speaking and listening tests in the public exam and testing reading and writing in a valid way. Memorization 26%

) should be discouraged. °
2 Necessary resources and teaching aids, such as listening materials, teacher’s book, workbooks, curriculum, testing guidelines, should be provided to 27%

) practicing teachers. °
3. A follow-up or refreshers training course should be arranged. 23%
4. Monitoring should be done by an ELT expert and counseling support should be provided to teachers. 23%
5. Practical ways of teaching English and more practice teaching sessions should be incorporated into the training. 19%
6. A proper ratio of teachers and students should be ensured (1:30). 19%
7. Recruiting English teachers with a background in English should be made compulsory. 12%
8. The duration of English classes should be extended. 8%
9. More sessions on teaching grammar and writing skills in the CLT approach should be included in the training courses. 4%
10. The class load of English teachers each day should be limited. 4%
11. Guidebooks, model question books, and private coaching should be banned. 4%
12. Learner training could be given to learners so that they can behave appropriately in a foreign language class. 4%
13. Adequate relaxation time between two classes should be given to teachers. 4%
14. English education in primary level institutions should be improved. 4%
15. The English classes should be taken by the designated English teachers. 4%
16. Support and cooperation from the head teacher and SMC members should be extended to teachers for applying new techniques in the class. 4%

Table 3. Possible solutions (from the open-ended question)
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Suggestions reveal the importance of assessment in the education system and how important it is to ensure
valid and reliable assessment procedure for effective education in this context. Suggestions also touch upon
diverse but relevant issues ranging from the assessment system, teaching materials, teacher-student ratio,
class duration, and institutional support to the nature of training sessions, monitoring, recruitment policy,
and malpractices.

Findings from Focus Group Discussion (FGD) with Master Trainers (MTs)

To find out the challenges of implementing the knowledge and skills from the training sessions into the
classrooms and the recommendations to overcome them, FGD was conducted with MTs who are practicing
teachers in secondary level institutions, and also work as trainers of English teachers. Both as teachers
and trainers, they have a more enriched understanding. Ten MTs (3 from Dhaka, 2 from Chattogram, 2
from Khulna, and 3 from Sylhet) participated in the four sessions of FGDs, which were conducted in
Dhaka, Chattogram, Khulna and Sylhet divisions. The following patterns and issues emerged from the
analysis of FGDs on the challenges and are quantified while presenting.

No. Challenges No. of MTs
1. The lack of competence in many English teachers. 80%
5. There are cultural clashes between the prevalent pedagogical practices, and the practices suggested in the training session (e.g., 80%
friendly, and approachable gestures) from the teachers.
3. There are level-inappropriate knowledge of English and communication skills in English of secondary level students that they have been 70%
learning from the primary level of education.
There are large classrooms with a lot of linguistically advanced and slow learners of English. 70%
There is an inadequate number of sessions in the training course to make teachers confident and able to teach communicatively. 70%
6. There is a preference for the use of Bangla by both students for easy and quick comprehension and by teachers because it is less 60%
laborious.
There is the students’ enthusiasm to their habit of memorizing and cramming. 60%
8. Lack of appreciation for the original piece of writing by students. 60%
Short class time allotted to complete the entire lesson using a learning-by-doing activity. 50%
10. Reflection of most teachers’ own learning experiences through GTM in their own teaching. 50%
11. The exclusion of listening and speaking in public or summative examinations. 50%
12. Lack of time to use different techniques for teaching new words. 50%
13. Teachers’ lack of competency to teach grammar in context. 50%
14, Non-cooperation from the head teachers, SMC members, and other stakeholders. 40%
15. Most English teachers have a poor academic background. 30%
16. Students’ negative attitude toward the English-speaking environment in the classroom. 30%
17. Extra workload including back-to-back classes, non-teaching, and administrative activities. 30%
18. Teachers’ low socio-economic and financial background. 30%
19. Ill-presented and poorly designed materials and textbooks on teaching grammar. 30%
20. Teachers' lack of sincerity, willingness, and dedication. 10%
21. The exam-oriented attitudes of both teachers and students. 10%

Table 4. Challenges (from FGD with MTs)

Many of the challenges mentioned by the MTs match those mentioned by the classroom teachers. In
addition, MTs also mentioned some more challenges, including a smaller number of training sessions,
preference over Bangla as the medium of instruction in English classes, prioritizing memorization, reflection
of teachers’ own learning experiences into their teaching, poorly designed materials, exclusion of teaching
and learning in the summative examinations, low socio-economic background of teachers, and their attitude
to the profession. Their opinions are more relatable and provide a more bleak and severe representation.

The following patterns and issues emerged from the analysis of FGDs on the suggestions and are quantified
while presenting.

No. Suggestions No. of MTs
1. Ensuring appropriate teacher-students ratio (1:30) in the classroom. 80%
2. Arranging frequent training for renewing, reconstructing, and reorganizing the techniques and applying them in the classroom. 80%
3. Prioritize training sessions more on changing the attitudes and classroom behavior of the teachers. 70%
4, Including more sessions on teaching grammar in context. 70%
5. Offering well-designed lessons and activities on teaching grammar in context in English for Today and grammar books. 70%
6. Introducing more formative tests and continuous assessment items and modifying topics in summative tests and public exams. 70%
7. Avoiding repetitions of test items in the exams. 70%
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Ensuring communicative English teaching in primary-level education. 50%

Teaching students on how to behave and practice in a skill-based subject such as English. 50%
10. Monitoring and counseling of English teachers by the concerned authorities for compulsorily using English in classes. 50%
11. The inclusion of speaking and listening skills in all kinds of exams. 50%
12. Developing a separate training program for teaching grammar communicatively. 50%
13. More weightage on writing topics in the syllabus. 50%
14. Giving training to teachers to improve their skills in English. 40%
15. Increasing lessons on assessment in training courses. 40%
16. Appointing teachers with a degree in English as English teachers. 30%
17, Motivating and training head teachers and SMC members to realize the importance of modern teaching techniques and their role in 30%

this regard.
18. Improving teachers’ social status and financial condition. 30%
19. Decreasing teachers’ workload. 30%
20. Discouraging memorization-based testing. 10%

Table 5: Possible solutions (from FGD with MTs)

Here as well, it is noticed that many of the recommendations of the MTs match with those of the teachers.
MTs emphasized further training on assessment, developing teachers’ English proficiency and
communicative teaching skills, and mentioned other contextually pertinent issues like reducing teaching
load of English teachers, enhancing the social and financial status of teachers.

Discussion based on research objectives

This study has been carried out with three research objectives mentioned in the introduction. An objectives-
wise discussion is as follows:

Objective 1: To investigate the degree of implementation of the teaching skills, techniques, and knowledge
of the trained teachers in the actual classrooms.

It should be noticed that most often there are mismatches among the findings from the classroom
observation, students’ questionnaire, and teachers’ questionnaire. Teachers seemed to have self-exalted
views about their practices when the classroom observer seemed to be more rigid in their observation;
students, however, were found to have a moderate interpretation of the situation. It was found that all the
teachers had not taken the class in English. However, the quality of English was not often satisfactory. They
spoke a very limited amount of English. Mostly, they used English for some routine direct commands, such
as, "open your book," "stand up," "sit down," "read the passage," and avoided giving complete and clear
instructions, explaining lessons, and giving feedback in English. Their English was mostly characterized by
a lot of errors and faulty pronunciation. Not a single teacher was found to teach listening skills explicitly. It
was found that reading was not taught appropriately in many cases. In the case of a writing class, the
process approach to teaching writing was never found in any of the observed classes. Speaking skills in the
class were taught by a lower number of teachers in an unsystematic way (neither guided nor scaffolded).
Students were hardly involved in interactive activities. Mostly, some selected students were asked to answer
the questions about pictures. Students were found not to be accustomed to pair or group work when they
were asked to participate in them by around 31% of teachers. Often, they were given preparation time,
more than required, but they mostly remained silent.

Vocabulary was taught in a traditional way (e.g., providing synonyms only by most of the teachers).
Pronunciation was taught by very few teachers in a very unplanned and disorganized way. Visual aids were
not used in the expected manner by most of the teachers. Many teachers did not correct students’ errors in
the expected way, but they hardly gave any feedback on their errors and used peer correction and other
learner-centered error correction techniques. Almost half of the teachers encouraged students to learn
English in the class by using friendly voices, smiling faces, inspirational statements, and a language that
encouraged and motivated them to speak in English.

Objective 2: To identify the challenges they face in implementing training-based skills, techniques,
knowledge in their real classrooms

A flawed assessment system characterized by traditional and highly predictable examinations, the omission
of listening and speaking skills in these examinations, invalid and unreliable memorization-based
assessment of reading and writing skills, and a repetition of selected topics, lessons, and grammatical items
from the textbook is a challenge in applying new techniques and methods in the class. A new reduced
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examination-centred syllabus emerges, causing the rather easy and superfluous teaching of a few selected
lessons from EFTs, and the teaching of a guidebook with model questions in the class.

Most of the techniques taught in the training sessions are suitable for a class of no more than 30 students,
whereas there are at least 60-70 students in the actual classes, making them very large, and, in these large
classrooms, it is not possible to implement the techniques taught in the training. In addition, local
educational culture works as a barrier, as it is culturally believed that teachers are supposed to talk a lot
and students should talk less, and teachers are supposed to be reserved and not become very friendly with
students. Many teachers also nurture this conservative attitude, and training hardly succeeds in changing
their behavior in the classroom. The situation is further worsened by the extra workload of teachers,
including teaching and non-teaching activities, the short duration of English classes (40-45 minutes), the
lack of linguistic competence of English teachers, non-cooperative students with different kinds of learning
experiences at the primary level, and the lack of teaching materials and resources.

There is no provision for monitoring follow-up activities in the classroom by the teachers after the end of
the training by the experts. Teachers’ efforts are not often recognized or acknowledged by the head
teachers, senior teachers, or the SMC members. Explicit and direct teaching of grammar is emphasized in
the syllabus; communicative teaching of grammar is highly neglected in the 12-Day ELT and 21-Day CEC
training courses offered by NAEM. There is only a two-hour session on teaching grammar communicatively,
focusing mostly on theoretical aspects and excluding textbook-related demonstrations.

Objective 3: To identify recommendations from the teachers and MTs to overcome these challenges.

The assessment system should be reformed to include speaking and listening skills, stopping the repetition
of selected topics, reading texts, question content, and items. The ideal ratio of teachers and students
should be strictly followed in the English class. Teachers should be given time for preparation and review of
the lesson plan. Teaching loads and other kinds of workload should be reduced. Teachers with a degree in
English or ELT should be recruited into secondary schools, and English classes should be taken by the
designated English teachers. Necessary resources, teaching aids, and materials for implementing training
should be provided to the teachers. Issues related to teachers’ traditional mindsets and teaching behaviors
should be included in the training course. Massive awareness activities regarding innovation should be done
to reach out to the stakeholders, including teachers, head teachers, and parents. An orientation workshop
can be organized with head teachers and SMC members to raise their awareness about the innovation and
minimize resistance.

The duration of an English class should be increased to one hour, allowing scope for an interactive class.
Considering the differences and special nature of a language class, including an information gap, group
discussion, pair work, drilling, and simulation, a short module of training for learner awareness can be
included in a training session, so that learners can also be trained in a systematic manner and cultural
differences can be negotiated. More practice teaching sessions on ways of teaching English in Bangladeshi
context, including demonstration of teaching grammar communicatively and reflective analysis, should be
incorporated into the training. The number and frequency of INSET courses should be increased, and more
follow-up or refresher training courses should be offered to practicing English teachers. Finally, monitoring
and evaluation of English classes should be conducted by ELT specialists, and constructive feedback should
be provided to the teachers. Every training institute, and training program, or project should have a separate
wing, logistic support, and provision for monitoring and evaluation of the trained manpower.

Summary of the findings in brief and research-based suggestions

It is found that the transfer rate of techniques and methods such as teaching listening and writing skills,
vocabulary, and pronunciation is very poor as most of the trained teachers do not implement the techniques
taught in the training. The participants of this study held the defective testing system responsible for this
deplorable condition of the implementation of training. In addition to the flawed assessment method, they
also noted some additional difficulties, such as the lack of patronage from the head teachers and SMC
members, job pressure, and inadequate class length, and a lack of a competent English teacher with a
background in English, giving less importance to teaching grammar communicatively and teaching writing
skills following the process approach in the training courses, and a lack of necessary resources and
appropriate teaching aids, which obstructed the execution of the training in the classrooms.
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The absence of monitoring and evaluation is also a major drawback in ensuring the implementation of the
training-based knowledge. Most importantly, the training syllabus is not on par with the actual
communicative teaching syllabus and materials.

Based on the findings, the researchers would like to present the following set of recommendations,
conceptualized from broader perspectives:

1. Local educational cultures need to be prioritized in teaching and training before implementing innovative ideas
from abroad.

2. Consistency needs to be maintained across all relevant stages of education, such as curriculum, syllabus,
materials, teaching, testing, and teacher training.

3. Monitoring and evaluation after training needs to be ensured.

4. Other than teachers, other important stakeholders like head teachers, members of SMC, parents, and even
students also need to be trained. Massive awareness raising campaigns enlightening stakeholders about
innovations in education need to be launched.

5. Contextual realities, including teacher qualification, class size, technological support, and infrastructure, need
to be taken into consideration.

6. Assessment culture needs to be monitored and attempts need to be made to achieve a beneficial backwash
effect, which, in a way, can have an influence on teaching-learning and the implementation of knowledge by
teachers from training.

Conclusion

In Bangladesh, English teachers have been trained with the expectation that they will transfer the training
to their classroom properly. If they teach English using the techniques and methods learnt in the training,
students will be communicatively competent. This research reveals that the scenario of the implementation
of training at the secondary level is poor. Some trained teachers try to transfer the training to their
classrooms, but, in most cases, they cannot use the techniques completely and properly. The research
reveals the barriers to implementing training in their teaching and the recommendations to overcome those
challenges. It is anticipated that the concerned authorities will consider the matter and take required
measures to remove all obstacles with a view to executing training, thereby bringing about a constructive
reformation in the way English is taught and learned in Bangladesh.
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Appendix 1

Questionnaire for Students

17

School Class District [J Urban area [J Rural area
O Female

1. Does your English teacher take the English class in English [ Yes [ No

If your answer is Yes, how often does she/he take the whole class in English (for example; giving instructions, explaining things and checking students’ answers etc.

in English)?

[ Always [ Often [J Sometimes [ Rarely [I Never

2. Does your teacher give you listening activities when it is a listening lesson?

JYes O No

If your answer is Yes, how often does your teacher give you pre, while and post listening activities in a listening lesson?

[ Always [1 Often [J Sometimes [ Rarely [ Never

3. Does your teacher give you reading activities when it is a reading lesson?

[ Yes [JNo

If your answer is Yes, how often does your teacher give pre, while and post reading activities in a reading lesson?

[ Always [ Often [J Sometimes [ Rarely [I Never

4. Does your teacher give you writing practice in the class?

O Yes O No

If your answer is Yes, how often does your teacher give you some preparatory activities to prepare you for writing activities?

[ Always [ Often [J Sometimes [ Rarely [I Never

5. Does your teacher give you speaking practice in the class?

OJYes O No

If your answer is Yes, how often does your teacher give you speaking practice in the class?

[ Always [ Often [ Sometimes [ Rarely [ Never

6. Does your teacher give you pair/group work activities to practice speaking skills?

[ Yes [ No

If your answer is Yes, how often does your teacher give you pair/group work activities to practice speaking skills?

[ Always [ Often [J Sometimes [ Rarely [I Never

7. Does your teacher teach you vocabulary your English lesson?

JYes O No

If your answer is Yes, how often does your teacher apply different techniques such as miming/acting, using pictures, real objects, definitions or/and examples etc.

to teach vocabulary in a lesson?

[ Always [ Often [J Sometimes [JRarely [ Never
8. Does your teacher teach you pronunciation while teaching an EFT lesson?
[ Yes O No

If your answer is Yes, how often does your teacher you give you pronunciation practice opportunities in the class (for example, during teaching new words, doing

dialogue activities or/and giving feedback on correcting when you make pronunciation mistakes?

[ Always [ Often [J Sometimes [ Rarely [I Never

9. Does your teacher use visual aids to make English class interesting and effective?

JYes O No

If you answer is Yes, how often does your teacher use visual aids to make your class intersecting and effective?
[ Always [ Often [J Sometimes [ Rarely [ Never

10. Does your teacher correct your errors or correct them without mentioning your names in the class?

O Yes [ No

If your answer is Yes, how often does your teacher do that?

[ Always [ Often [J Sometimes [ Rarely [I Never

11. Does your teacher encourage you to learn by doing in the class, i. e., helping you learn English by practicing/using English?
O Yes J No

If your answer is Yes, how often does your teacher encourage learning by doing in your class?

[ Always [ Often [J Sometimes [ Rarely [I Never
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Observation Checklist

Appendix 2

School: ......coeecevvvvnenenn. Class: .................. Section: ......... District: ......... Duration of Class: ............ Number of Students: .........
[0 Urban School [ Rural School [0 Boys O Girls 1 Mixed
SL .
No Statements Always Often Sometimes Rarely Never
1 The teacher took the class in English.
) The teacher taught the listening activities when it was
a listening lesson.
3 The teacher did pre, while and post listening activities
in a listening lesson.
4 The teacher gave students speaking practice.
5 Group work / pair work was given to the students.
6 The teacher taught the reading activities when it was a
reading lesson.
7 The teacher did pre, while and post reading activities
in a reading lesson.
Teacher gave students activities to prepare students
8 for writing task (process approach) while teaching
writing skills.
9 The teacher used different techniques and steps for
teaching vocabulary.
10 The pronunciation was addressed in the lesson.
11 Visual aids were used to make the class interesting.
12 The teacher corrected students’ errors.
13 The teacher encouraged students to learn.

Other Comments (Language level of the teacher including fluency, accuracy and pronunciation):

18
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Appendix 3

Questionnaire for Teachers

The survey should only take 10-15 minutes, and your responses are completely anonymous. All the information of this questionnaire will only be used for a study
and kept confidential. Thank you for your cooperation!

EName of the School

MDistrict M Geographical Location: [ Urban  [Rural
W Age W Gender: Male [  Female [J
HTeaching experience year(s)

Educational background

EHow many training courses on English have you attended?
M List the training course(s) on English you completed.

Name of the training course (s) Duration Organized by

Teaching Practices in the Classroom
1. | take my English class in English.
O Yes O No

If your answer is Yes, how often do you take the whole class in English (for example, giving instructions, explaining things, and checking students’ answers etc. in
English)?

[ Always [ Often [ Sometimes [ Rarely [ Never

2. 1 do the listening activities when it is a listening lesson.

O Yes O No

If your answer is Yes, how often do you do pre, while and post listening activities in a listening lesson?
[ Always [ Often [J Sometimes [ Rarely [I Never

3. 1 do the reading activities when it is a reading lesson.

O Yes O No

If your answer is Yes, how often do you do pre, while and post reading activities in a reading lesson?
[ Always [ Often [J Sometimes [ Rarely [ Never

4. | teach my students writing English by applying the techniques learned from the training course.
OO Yes O No

If your answer is Yes, how often do you give your students some preparatory activities to prepare themselves before they write finally (process writing approach)
in your writing class?

[ Always [ Often [J Sometimes [ Rarely [I Never

5. | give my students speaking practice in the class.

O Yes O No

If your answer is Yes, how often do you give your students speaking practice in the class.
J Always [J Often [J Sometimes [J Rarely [ Never

6. | give my students pair/group work activities to practice speaking skills.

O Yes O No
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If your answer is Yes, how often do you give your students pair/group work activities to practice speaking skills.

[ Always [ Often [J Sometimes [ Rarely [I Never

7. 1 teach my students vocabulary before they read/listen to a text by applying the techniques learned from the training course.

O Yes O No

If your answer is Yes, how often do you apply different techniques such as miming/acting, using pictures, real objects, definitions or/and examples etc. to teach
vocabulary in a lesson?

[ Always [1 Often [ Sometimes [ Rarely [ Never
8. | teach my students proper pronunciation while teaching an EFT lesson by following the techniques learned from the training course.
O Yes [OJNo

If your answer is Yes, how often do you give your students pronunciation practice opportunities in the class (for example, during teaching new words, doing dialogue
activities or/and giving feedback on correcting when students make pronunciation mistakes.

[ Always [ Often [J Sometimes [ Rarely [I Never

9. |l use visual aids to make my English class interesting and effective.

O Yes O No

If you answer is Yes, how often do you do you use visual aids to make your class intersecting and effective?
[ Always [ Often [J Sometimes [ Rarely [I Never

10. 1 correct students’ errors or correct them without mentioning their names in the class.

O Yes O No

If your answer is Yes, how often do you do that?

[ Always [ Often [J Sometimes [ Rarely [ Never

11. | encourage my students to learn by doing in the class, i.e., helping students learn English by practicing/using English.
[ Yes O No

If your answer is Yes, how often do you encourage learning by doing in your class?

[ Always [ Often [J Sometimes [ Rarely [I Never

14. Please make a list of challenges/problems if you face to apply all or any of the techniques/ methods of teaching English in your class mentioned above.

15. Please write down your suggestions to overcome the challenges you have mentioned.
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Appendix 4

Focus Group Discussion (FGD)

[All the information of this questionnaire will only be used for a study and kept confidential.]

Discuss in group and write your unanimous answer to the following questions. Feel free to discuss and write your answer either in Bangla or English. Give more focus
on the following areas in your discussion:

- Teacher’s competence in English

. Motivation of teachers

. Logistic support needed to transfer training
L] Testing system of our country

. Training contents and approach

. Teaching-learning materials etc.

. Others

General Information

SL Teacher’s name Male/ Education Working No. of trainings attended on
Female Qualification Experience ELT
1
2
3
4

1. Many ELT training programs suggest English teachers to take the whole class in English (no use of Bangla). What are the challenges of taking the class in English?
What are your suggestions to overcome the problems?

Challenges Your suggestions

2. In training programs, it is suggested that English teachers should have some qualities such as smiling face, friendly, correcting errors, encouraging students to ask
questions etc. What are the challenges of changing the behavior in our teaching culture? What are your suggestions to overcome the problems?

Challenges Your suggestions

3. Training programs suggest English teacher to ensure ‘learning by doing’, i.e., students will be less passive and will be busy in doing most of the classroom activities
in groups/pairs/individually. What are the challenges of ensuring learning by doing in the classroom? What are your suggestions to overcome the problems?

Challenges Your suggestions

4. Modern training programs recommend English teachers to teach the lesson in three stages i.e., pre, while and post stage. What are the challenges of maintaining
three stages in a lesson? What are your suggestions to overcome the problems?

Challenges Your suggestions

5. ELT training programs suggest English teachers to teach vocabulary using different techniques? What are the challenges of teaching vocabulary by using different
techniques such as miming/acting, using pictures/real objects, explaining in English etc.? What are your suggestions to overcome the problems?

Challenges Your suggestions
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6.
challenges of teaching grammar in context/CLT approach? What are your suggestions to overcome the problems?

7.
the problems?

8.
challenges of teaching listening lessons of EFT? What are your suggestions to overcome the problems?

9.

Many ELT training programs recommend teaching grammar in context/CLT approach. But many trained teachers teach grammar in traditional method. What are the

Challenges Your suggestions

ELT training programs suggest making students speak English in the classroom? What are the challenges of teaching speaking? What are your suggestions to overcome

Challenges Your suggestions

ELT training programs suggest making students practice listening in the classroom. Many teachers tend to avoid the listening lessons of EFL books? What are the

Challenges Your suggestions

ELT training programs suggest developing students’ freehand writing. What are the challenges of teaching writing? What are your suggestions to overcome the

problems?

Challenges Your suggestions

10. It is said that testing influences teaching methods and techniques and learners’ learning? What are the problems you face to apply different techniques and skills

of teaching discussed in the training programs, due to our current testing system?

Challenges Your suggestions






