[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 131.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 132.jpg]
[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 133.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 134.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 135.jpg]
[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 136.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 137.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 138.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 139.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 140.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 141.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 142.jpg]


[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 143.jpg]
[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 144.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 145.jpg]
[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 146.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 147.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 148.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 149.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 150.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 151.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 152.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 153.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 154.jpg]

[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 155.jpg]
[image: C:\Users\OSCAR\Desktop\CVU\Capítulos de libros\A Personal Exploration of the Use of Voiced Research\Página 156.jpg]

image7.jpeg
OSCAR MANUEL NARVAEZ TREIO

could talk about their issues and concerns, their dreams, aspirations and
struggles. In order to accomplish this, | based the initial conversations
withinformants on ‘orienting’ questions (Smyth and Hattam, 2001: 409),
such as the following:

Tell me what you think of the Schaol.
Tell me what it s like to be a learer of English here at this School.

Answers to these orienting questions provided many ideas of
what students considered important. Nevertheless, at this early stage
of the research, | was able to identify broad areas of interests and orga-
nise students’ answers accordingly. For instance, most of their voiced
insights had to do with the way the school is perceived as an institution,
their own role within the educational organization and teachers’ influ-
ence on their attitude to learning. Thus, out of the initial conversations
1 had three broad categories of data: Institutional Constraints, Students
Matter and Teachers Matter.

In the second phase, | maintained purposeful conversations about
the emerging issues with a smaller number of students, mainly those
who showed interest in providing their insights and who were eloguent
enough to do so. In this phase, | sought details by sharpening the focus
of the questions. Although the conversations became more focused, it
was vital to continue using informal conversations, in order to explore
the problem in depth. Although | was at times tempted to invite infor-
mants to my office, | thought that changing the setting could influence
students’ behaviour; | maintained the initial forms of interaction in their
usual spaces. At this stage, | was in a position to ask more specific ques-
tions based on the issues mentioned by the informants. For example,
when narrating their experiences at school, students usually referred to
the feachers and the type of relationships they established. This issue
was further explored by asking them more directly:

How are teacher-student relationships carried out in the classroom?
How do you feel about it?
Have you ever felt uneasy with a teacher?
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Answers to these questions took the form of what | called ‘Uncar-
ing attitude’ to describe how teachers appeared neither to care about
their teaching nor about establishing positive relations; some students
explained how some teachers tend to establish distant relationships
with them. This was later confirmed by other participants, adding that
some ways of interacting with them were even harsh.

The third phase was used to check back; | used this phase to fol-
low up gaps, seek clarification, and sound out hunches; in this sense, |
had more ‘targeted’ discussions. This was the phase in which | had more
contact with the selected students. By this time, | asked specific ques-
tions on the issues from the previous conversations that needed clari-
fication. | had several other conversations with each informant until |
covered all the angles of the issue under study. For instance, | asked:

You mentioned that teachers set a barrier between them and students.
Can you tell me about 2 specific time in which this happened? How did
you feel?

Last time we met, you mentioned that a teacher put down a stu:
dent, can you described what happened? How did you react? How did
Your classmate react?

Answers to this type of questions served to enrich the emerging
themes and to fllustrate the findings.

The role of the people involved in this research evolved from
‘students’ in the initial phase, to conversational partners in phase 2, to
research participants i the last months of the fieldwork. The voiced re-
search approach developed from open-ended conversations to conver-
sations with a purpose to targeted discussions used to re-examine the
main issues. My involvement and relationship with students grew from
gaining students’ trust and building mutual respect to the establishment
of non-authoritarian relationships, to the establishment of a close rela-
tionship with few participants. Overall, the number of researchees was
greatly reduced according to the phase of the study. During the initial
phase, | had contact with many students and learned many of their con
cerns through the daily interaction with/in their circles. The number of
students became smaller as the research progressed to the establish-
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ment of personal interaction with the selected participants. Diary writ
ers were invited to participate during the second phase, once there was
enough confidence among us.

“Thus, the data informing this study took the form of and was lim-
ited to the following:

+ ‘experiential data’
+ oral accounts of students’ school experiences
« written accounts of classroom practices

EXPERIENTIAL DATA

Experiential data (Strauss, 1987:10) was generated from my involve-
ment with students during the time | indwelled their circles. | spent in-
numerable hours involved with students, joining casual conversations
with them during breaks in the class schedule or after-school gather-
ings. | was always open to them, sharing my own history as a student.
This sharing that | brought to the interactions with students created op-
portunities for successive casual conversations and revealing purpose-
ful conversations. As they could identify me as a person with a similar
background as themselves, many students turned to me as a source of
information about how to navigate their way through the degree. All
encounters fostered a sense of friendship between the author and the
students, which allowed for the development of personalized relation-
ships with some of them.

As establishing excellent rapport and gaining students’ confi-
dence is vital for the success of VR, in what follows I will provide a de-
tailed description of the strategies used to ‘find the voices”

GAINING ENTRY
| belleved that my being a teacher there would guarantee easy access
to students; however, having being away for a certain period made me

2 stranger to a generation of students. My strategy was to contact for-
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mer students of mine with whom | kept in touch through the Internet
during the time away from the setting.

As s00n as | arrived at the research site some of my former students
and | launched an invitation for other students to participate in a project.
The response was encouraging since 15 students from the upper semester
attended the first meeting. At that meeting, | explained not only what the
project would consist of but also the responsibilties they would take by
participating in it. They then decided that the best way to contact freshers
would be through a social gathering in which refreshments were served.
Consequently, we agreed on visiting each classroom tointroduce ourselves,
present the aims of the project as well s to invite them to the gathering

These gatherings provided plenty of opportunities for me to min-
gle among first semester students. As in any other social gathering, we
talked about ourselves, our hometowns, the school, etc. Acting accord-
ing to the normal rules of society, | did not mind sharing with them some
information about my life and my school trajectory. In general, it was an
excellent way of being acquainted with many new comers. After having
made the initial contact, it was easier for me to approach students when-
ever | saw them at the cafeteria, the school corridors or the stairs.

THE FOOTBALL SOCIETY

In order to approach other students, | launched an invitation to all male
football players at the institution to start training. Much to my surprise,
some girls asked about their team. Together with the assistance of
some of the male players, we organised their team.

Working with the girls proved more interesting and demanding
since they were very eager to learn and train. They were so interested
that they even hired a trainer. Training with this person implied travelling
about 15 minutes by bus from school to the pitch, paying the trainers’
fees and the entrance for using the facilities; however, they did not mind
making such effort as they had found something they had longed for.
This is relevant since it proves that when students get involved in some-
thing they are interested in, they make every effort to doit.

140




image11.jpeg
O5cAR MANUEL NARVAEZ TREIO

By this time, the level of confidence between the girls (and their
boyfriends) and me grew because of all the training sessions they had.
I addition, | usually shared their ‘private’ spaces at school: | used to sit
with them on the ‘stairs’ while they were chilling out. We shared jokes
and laughs. The way students addressed to me by my first name, the
way they greeted me, and their joking about my ‘doing nothing’, etc
indicated that they had accepted me as another member of their gang.
During the time at the stairs or some of their other spaces, students used
their usual language, saying bad words, saying albures (a kind of pun
with sexual connotations), talking about teachers by their nicknames;
students did not mind my presence there to modify the content of their
conversations or the language used.

PROVIDING ASSISTANCE

While chatting with some first semester students, they commented
that the first partial English exam was near and that they would like
to know what it was like. | talked them through a partial exam and
the grading procedure. They expressed their concern about not being
ready for the exam and of being scared of facing the unknown. | went
to my office, prepared some examples, printed, photocopied and took
them to these people’s classroom. They were pleased and surprised at
my immediate response to their queries.

Informed by this experience, | decided to give all first semester
students achance to ‘feel’ what an exam at this institution was like. | pre-
pared a sample exam for students to take. During the exam, | explained
how to approach every section of the test, giving them tips on how to
go through each. | took advantage of this to explain certain structures
they said they ‘hadn’t seen’. This kind of comments started to call my at-
tention since they were indications that students perceived classroom
practices in particular ways.

Having heard that some teachers ‘didn’t explain at alf, (an indica-
tion that students’ expectations were not being fulfiled) | offered pri-
vate assistance to whoever felt that needed extra help. Some students
looked for me during those days previous the exam; | took time to an-
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swer their queries, explain grammar structures andjor to provide mate-
rial. This extra time | spent with students also helped me in gaining in-
sights about their attitudes to school matters such as doing homework,
reviewing for examinations, study habits and the like; issues that | dis-
carded since | considered them not as relevant as students’ perceptions
of classroom practices.

It was through these actions that | was able to contact many stu-
dents, establish good rapport with several of them and get to know my
informants. It seems these proceedings let me gain students’ trust and
confidence, essential elements in creating the conditions for students to
express their real concerns. Although | had established rapport with many
students from different semesters, only few of them became participants.
The decision to become a research participant depended entirely on them.

The extensive informal examination of the lfe of the school I un-
dertook resulted in rich ‘experiential data’. This data was essential to
back up and aggregate to the data generated through the conversations
and that represented in the diaries, yet not in ways that can be easily
confirmed or documented.

CONVERSATIONS AND INFORMAL INTERVIEWS

It was suggested above that research of this kind needed approach-
ing from a perspective in which both language and behaviour could be
captured. One of the simplest ways to achieve this is by consulting the
people involved. Drever (2003: 1), states “In the teaching profession,
when you want to get information, canvass opinion or exchange ideas,
the natural thing to do s to talk to people”.

One of the most prominent methods of data collection in the eth-
nographic tradition is that of ‘interview’. The ethnographic ‘interview’
has been recognised as the most direct method of gaining knowledge
on and about the research setting (Gillham, 2000; Kvale, 1996; Drever,
2003). Interviews have been classified into formal or informal, requested
or unrequested considering the length and type of contact made, con-
text, types of questions and so on. Interviews have also been classified
as structured, semistructured and unstructured interviews (Roberts,
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200; Gillharm, 2000) which indicate the level of control the interviewer
takes over the content and direction of the interviews.

However, a more extended variety of ‘interviews’ takes place in
fieldwork than researchers often recognize. In my experience, | could not
keep track of al the verbal encounters | had with the student commurnity.
The closest classification in which | can locate the exchanges | had with
them s Burgess' (1998) definition of ‘conversations with a purpose’.

The study was informed by fifty recorded conversations. Most of
them took place on a one to one basis but there were also some other
conversations with groups of students (4-6) o in pairs. These were con-
ducted in Spanish, as | was mindful of students to be able to express
their ideas without risking getting short of language were they in Eng-
lish. My main objective in these encounters was to find out about issues
that could not be directly perceived in their behaviour. | also used the
exchanges for crosschecking ‘facts’ and for checking hypotheses that |
had formulated in the course of previous conversations, my involvement
with their social circles and from reading diary entries.

Students seemed to have lots of free time and being at their
places allowed me to take advantage of that, initiating conversations
with them or participating in their own. | tried to talk informally with as
many participants as | could; these were opportunistic exchanges that
mostly arose at the students’ private places: in corridors during recess,
atthe school cafeteria in ‘sandwich hours’, while they were waiting for a
teacher or, simply, when they decided to skip a lesson. In some cases, |
took advantage of the fact that the informants were already in my office,
visiting me in relation to other matters. Once we had dealt with the topic
of their interest, | steered the conversation towards the research topics
1 was focusing on at the time of the encounter.

As | wanted to maintain the flexibility of informal conversations,
1 did not plan the exact sequence of questions, nor did | prepare the
exact wording of them. | just followed the flow of the conversation and
inserted them when | considered suitable. Sometimes the conversation
flowed in sucha direction that it was not possible for me to ask the ques-
tions which | had intended to ask. Other times the conversation would
flow in unexpected, but equally educational, directions. Nevertheless,
even then, | tried to phrase questions in an open-ended manner, so that
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the informants could pursue their own areas of interest and express
themselves in their very own way.

As the research progressed, some questions became redundant
and new questions emerged. For example, the phrase Tell me about a
time in which you wanted to stop studying’ was used in the initial stag-
es of the research but became redundant after some time as several
Students’ answers pointed towards what was happening in their class-
rooms. That s, there were indications, even from early conversations,
that there was a feeling of dissatisfaction with certain institutional and
classroom practices. For instance, students mentioned that what they
were learning was not enough, as bluntly put by Dizzy:

And well regarding school there are many things | am not very happy with.
 think that in a year and a half, there has been no great progress. | think
learning is taking place very slowly, too disperse, and sometimes students
are ‘apapachados’ by teachers. | don't know, | believe it s deficient

Doing the transcriptions and early analysis while still in the field
helped me sharpen the purpose of my questioning in later encounters.
These interwoven activities proved very important in pursuing the i
sues in deeper detail as it made me frequently review and update the
questions so that even when | was not preparing for a conversation, the
questions were always fresh in my mind.

Inthe later phase of the fieldwork, | tended to use more ‘targetec”
conversations, by which | mean | prepared a set of themes around which
| wanted the participants to talk, and some possible questions within
each theme. For instance, following Dizzy’s views, | began asking ques-
tions like these:

How do you feel about Taller de Inglés?
Tell me about your level of English.
Are you happy with what you have learnt this semester?

By this time, the theme of the teacher’s influence began to emerge
as significant so | asked informants to describe what a teacher they have
liked did or did not do to make him/her ‘special’.
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Tell me about your favourite teachers. What do they do? What's so
special about them?

One interesting issue in the data was that students often said
they did not have enough opportunities to talk to someone about their
learning; when they are provided with these opportunities, they find the
experience helpful. They like to discuss their problems and progress in
private on a one-to-one basis with somebody they feel confident. Stu-
dents like talking to teachers who show real concern for them, not only
as students but also as individuals. | found in all informants  desire to
speak, a need to be listened.

STUDENTS' DIARIES

The way the investigation progressed made me aware of the potentiali
ties of using a research tool that could provide more insightful informa-
tion. Although not a method intimately linked to VR, | decided to ask some
students to keep a diary as 2 way of accessing what was happening within
the classroom without abstructing the regular flow of classroom dynam-
ics. In other words, | wanted to access the classroom without possibly af-
fecting both teacher and students’ behaviour. This strategy was intended
toinfer perceptions and expectations from their written accounts.

In the study, diary keeping constituted first-person descriptions
of learning experiences. The diaries provided a window through which |
could access their classroom without possibly affecting its natural envi-
ronment and thus provoking the so-called ‘observer’s paradox’. Diaries
witten for research purposes will usually focus on particular activities or
oceurrences involving guidance by the researcher as opposed to those
written for personal reasons. In this case, | asked diarists to record their
views, opinions and feelings about classroom practices. As it turned out,
fater discussion of the diary entries with informants proved an invalu-
able source of firsthand information.

This collection of diaries became invaluzble to my research. | ac-
quired these written artefacts in an opportunistic manner: taking advan-
tage of the excellent rapport established with key participants who, it-
erally, opened the possibility of contacting other informants. Once the
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contact had been made, | simply asked if they could keep a diary of their
lessons, describing what they did and how they felt doing it. Later on, no-
ticing that they considered their lessons quite disappointing | asked them
to describe their lesson activities in as much detail as possible and how
they felt when in class. Although this might have been too demanding for
them, the participants did it very well, providing not only descriptions of
the activities carried out in all their subjects but also describing how they
felt doing them and grading them according to how useful they were.

1 usually requested the diaries whenever there was a vacation pe-
riod s | could have alook at the sort of things about which they were writ-
ing. | did not provide them with any feedback; | just gave the diaries back
to them on the first day after the break. Something interesting to note
here s the students’ ittle confidence on what they do as they kept asking
me whether what they were writing was what | expected or if it was OK.

One of the risks of having people writing diaries is that of lost of
interest or lack of time to write. As in the case of application of question-
naires, thereis a isk of not getting each and every one of them back. Out
of the seven people requested to write a diary only four gave them back.

DATA ANALYSIS PROCEDURE

It must be considered that methods of data generation and data analy-
sis do ot constitute different phases in the research process. On the
contrary, generating data and analysing it were two interrelated proce-
dures that intimately informed each other all the way throughout the
fieldwork. Following this system of data generation/analysis helped me
make decisions in order to take further action; it enriched the subse-
quent steps of my research design. In what follows, | will present an
explanation of the procedures for analysing the data generated.

Data analysis for this study can be divided in two distinctive but
interrelated phases. The first one occurred while still in the field as a si-
multaneous activity with data generation. The second stage occurred
after | departed the field. This was a more systematic approach to data
analysis than that done during the first stage as it implied analysis of the
three different types of data obtained.
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Following VR premises, | followed a grounded theory approach
to data analysis (Glaser and Strauss, 1967; Strauss, 1987). The essential
idea in grounded theory is that theory will be developed inductively
from data. Theory is grounded when it emerges from the data through
‘successively evolving interpretations made during the course of the
study’ (Strauss, 1987:10). Grounded theory is conceptually dense, with
lots of concepts and internal linkages, and it is filtered through research-
ers’ own experiences and understandings as ‘experiential data’. The use
of a grounded methodology s justified because such a methodology is
not concerned with logical truth but with a dependability of representa-
tion and explanation. This dependabiity is defined by the ability of the
grounded model to fit the data, while also being recognised, understood
and hence agreed on by participants of the process.

The grounded theory approach adopted for znalysing the data
allowed identification of significant themes and ‘a constant comparative
method’ was used to integrate the data from each conversation into cat.
egories identified in earlier ones. The themes were therefore developed
inductively from the data through a cyclical process of coding and revis-
iting the interview transcripts and diary entries. The experiential data
gained during my involvement with the student community helped in
shaping my understanding of the issues.

The procedure used to conduct this analysis included the follow-
ing seven steps

1. Recording the Voices

I recorded the interviews using a tiny digital voice recorder. Being a
digital recorder there were no tapes to handle thus avoiding the risk
of mislabelling, losing tapes or stopping the flow of the conversa
tion to change the tape. The file(s) were saved into a computer for
easy zccess and play back. This was handy since | was able to tran-
scribe all the conversations in a relatively short time. As with any
other digital device, it kept a record of date, time and length of the
conversation, helping me in keeping track of the recorded encoun-
ters with informants.
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2. Turning Voices into Text

| tried to transcribe each conversation immediately after it has ended,
as it was fresh in my mind. However, this was not always possible since
other research commitments usually interfered with this task; that is
to say, on many occasions after conversing with the researchees it was
time to go training, to go home or simply because we stayed at the café
or restaurant to have something to eat.Each conversation was tran-
scribed verbatim following a standard style:

1, aqui mencionas que si ha pasado por tu mente. ;Qué me trates de
describir que pasaba por tu mente?

V: Fue aproximadamente como 2fio y medio, estaba yo en... por repetir
quinto, bueno todavia no repeti, pero estaba yo por pasar a quinto y
este como tu sabes estaba yo trabajando ya tengo como 3.5 afos tra-
bajando y se me hace muy dificl hacer tareas, trabajos, y conforme van
pasandolos semestre te van encargando otro tipo de trabajos a los que
estabas acostumbrados al inicio de Ia carrera y el problema...

It can be observed that | clearly marked tums and tried to provide
a sense of coherence toinformants’ speech by using punctuation marks.

At the end of a conversation, | would tell my informants that
once | finished transcribing them, | would ask them to read them for vali-
dation. Asking them o read the transcribed conversation would provide
another opportunity to add something or omit anything they would no
longer feel sure about. This sometimes prompted further discussion and
the generation of more data.

3. Reading and Proofreading Transcriptions

| was aware of my role as ‘interpreter’, reducing discourse of an explor-
atory nature to written text. During the process of turning voice into print,
| sometimes took decisions on what to transcribe or not; for example, I was
hesitant on whether to transcribe false starts, unfinished sentences, hesita-
tions, fillers and the like. There were occasions in which | decided to leave
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something out but was worried that bit would mean something important.
In order to make sure | had left nothing relevant out | read the transcrip-
tions, making marginal notes on anything unusual | had found. Whenever
there was something ‘unusual’ | went back to the recording to check.

4. Highlighting Emerging Themes

During the process of proof reading, some issues started making their
way through. | took enaugh care to make them more ‘visible’ by high-
lighting them by either using bold font or the highlighter in the tool bar
of the word processor. At this early stage of data analysis | just high
hted words or phrases that were recurrent within a transcription (i.e.
when the informant kept repeating them), related to issues other in-
formants had mentioned or in relationship with things | had perceived
during my daily contact with them. This was done, as the research pro-
gressed, with the whole set of transcriptions.

5. Coding and Classifying Issues

At this stage of the research process, | had some hunches and ideas
informed by the data. The following step was, then, to detect, system-
atically, the themes emerging from the data.

This main phase of data analysis sterted with the initial coding of
Dizzy’s conversation. Following the advice of Richards (2003:273), the initial
<oding was carried out on only one interview at a time.Each transcription
was printed out. | then read each carefuly trying to identify the topics that
particular informant was interested in, highlighting what seemed to be re-
current topics in the informant’s account. These were usually represented
by (short) sentences or isolated words. | then tried to ‘name’ each category
according to what it referred. Using a wide right margin, the data was as-
signed to provisional categories. Once the conversation had been analysed
10 the end, the categories were sorted into groups that seemed to share
common themes. Intotal, | came with 46 ‘categories’ of the type onthe right
margin. For example, the following extract shows my initial coding of data.
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D: Well, that's the main reason, | don't know D
well, regarding school there are many
things | am not very happy with. | think that | Insuffiient conten.
in a year and a half, there has been no great
progress. | think learning is taking place very | Permissible attitude

slowly, too disperse, and sometimes students
are ‘pampered’by teachers. | dom't know, |
believe itis deficient. Dissatisfaction

Xochitl’s first conversation was then analysed in the same way.
Some new categories were added, some of the inital categories were dis-
carded, and others were divided into separate categories or joined into
one. Once this analysis was completed, the categories were again sorted
into groups, but without looking at the original groupings. If the catego-
ries were consistently assigned to the same theme, then it was assumed
that both the themes and the categories in it were relatively stable.

6. Peer Checking

Once | had considered there were no mare themes or issues to be de
tected, | gave a copy of Dizzy's transcription to a colleague of mine. |
asked her to go through it, trying to identify the themes in this person’s
expressed ideas. She provided with very critical comments on my initial
list, added a few other themes she had perceived and, being a native
speaker of English, she helped me re-name themes more accurately.
So, for example, for one topic | had named ‘autharitarian regime" she
felt that what Dizzy meant was a feeling of impotence’. | did not know
how to express the idea of ‘apapachados’, a Spanish word that implies
‘pampering and spoiling, she also provided the English terms.

I decided to peer check Xochitl’s transcription only that this time,
instead of giving it to a colleague, | asked the informant herself to do .
Unfortunately, this did not turn out well since this person, despite being
a brilliant student, was not very good at verbalising her agreement or dis-
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agreement with the identified topics, not in the same way as those given
by my colleague. What this exercise showed, however, is that she could
see her statements clearly represented by the label | had given them.

7. Constructing Categories

The process of assigning categories to conversation data and then sort-
ing the categories into themes continued with more conversations un-
il no further modifications were made and the categories and themes
could be considered to be saturated.| gave each a simple heading since
the aim was to construct a st of category headings. As it is customary,
1 got a lot from the first set of data, some more from the second one
but progressively fewer as | worked through them all, because students
were making essentially the same points.

Data was divided into broad categories for analysis. One area,
for example, dealt with teaching, another area related to how students
established relationships with their teachers. | first examined students’
notions of what they considered the characteristics of a ‘good” teacher,
and what teacher behaviour they found to be disappointing. A number
of themes emerged, such as student-teacher relationships and concep-
tions of a student’s role.

The same interviews were then analysed a second time. This
time, the extracts that represented each category were grouped to-
gether under the relevant category. This represented not only a further
check on the stability of the categories but also enabled me to see which
were the most significant categories in terms of how often and to what
extent the students talked about them.

Initial data showed that respondents talked extensively about what
a‘good’ teacher was Tike while others were obviously disappointed with
their instructors who ‘put students down’. Several comments on teaching
and the role of the teacher cropped up in the data; these were first exam-
ined in an open manner without any specific framework in mind.

1 then proceeded to analyse the whole set of transcriptions and
diary entries. It was apparent, at this stage, that some of the themes
and issues brought up by my informants could be grouped into broader
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ones. All themes related to teachers were placed under the category
teachers. As mentioned before, the lst of categories and themes was
grouped into three major categories: Institutional Matters, Students’
Matters and Teachers Matter. Within the topics included in Teachers,
the following themes were placed: uncaring teachers, teachers easily
influenced, incoherent teachers, critical remarks, and pampering. This
thematic representation of data is used to organise the discussion of is-
sues in the following chapter.

Thus, the themesftopics were not pre-established but instead
arose through a long-term series of intensive interaction with the inter-
viewees and their voices. These voices were read, reread, and gradu-
ally organized into thematic sets. Many of the themes were explicitly
mentioned in the narratives, for example, ‘feeling impotent’ and ‘pam-
pering’. In such cases, it was very easy to identify and label the theme.
However, other themes were inferred from the narratives. For instance,
if several narratives described (in various ways) language teachers as be-
ing incoherent, these comments were taken to imply a lack of balance
and therefore led to a heading ‘incoherent behaviour’. This type of label-
ling occurred when students expressed a consistent set of qualities or
characteristics of the teacher that pointed towards a particular theme.
As a way of illustrating this, the following table shows all categories |
grouped into the teacher’s role.

‘Themes refated to Teachers Matter

Uncaring attitude Understanding
Lack of support Ignoring students
Barrier Pampering
Incoherent attitude Expected teacher behaviour
Explain grudgingly Good explanation
Critical remarks Not accepting criticism
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In order to analyse the diary entries, | adopted a similar approach
to that used to analyse conversations. As | asked them to give me the di-
aries back almost at the end of the fieldwork, | had the advantage of us-
ing the list of themes | had developed while analysing the conversation
transcripts. | considered diaries as another way of listening to students’
voices, as if we were engaged in some sort of permanent dialogue. In
fact, diarists approached the task s if ‘speaking’ to me. They usually
wrote to me as if | were a present interlocutor, as exemplified by their
‘apology’ notes when not being able to write due to their absentesism.
Once more, typing every single entry in all diaries helped me become
more familiar with the ideas there expressed. | began identifying sub-
stantive ideas, thoughts that really made a point, highlighting those that
had previously been identified from the conversations.

The grounded theory mode suggests that researchers necessar-
ily interpret data through the lens of their own experience and values
and that this needs to be stated. | was constantly vigilant not to over-
interpret the data. | include both positive and negative comments from
participants regarding school practices andjor teaching styles, although
in the narratives the negative remarks were much more frequent than
the positive.

CONCLUSION

Throughout the research, | spent quite a lot of time in the corridors, the
square or the school cafeteria as a participant member of the community.
This allowed me to validate data coming from different sources. As such,
students accounts, generated through successive conversations, were
the primary source of data. Diary analysis was also considered as an infor-
mative method used to ilustrate the phenomenon from 2 different an-
gle. Experiential data was relevant to back up oral and written accounts.
It would be naive to assume that the successive conversations suffi-
ciently captured the range of student voice or that they provided opportu-
nity for student voice to carry equal legitimacy. The voices captured are as
sumed necessarily partial, they express 2 particular position on the world
that might make possible certain understandings and constrain others.
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DISCUSSION QUESTIONS

1. This chapter describes the concept of Voiced Research. How
might this concept be useful in your own research?

2. With your understanding of the study presented, how would
you collect data differently than the manner described here?

3. What types of experiential data could you collect in your re-

search context?

Take a look at your data and create a ‘constant comparative

method to try to identify emerging themes.
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OF THE USE OF VOICED RESEARCH

Oscar Manuel Narvéez Trejo
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INTRODUCTION

Novice researchers are often overwhelmed by the plethora of research
methodologies, making the selection of an appropriate research design
for a particular study difficult. The aim of this chapter is to illustrate to
researchers, both novice and experienced but with little experience in
dialogical research, a thorough design, complete with an explication of
how it was implemented.

Following several years of study of research methodology as
part of the doctoral studies, | came to the conclusion that one needs a
grasp of a vast range of research methodologies in order to select the
most appropriate design, or combination of designs, most suitable for
2 particular study. One further needs to make a thorough study of the
methodology(ies) chosen, in order to execute research practice well
Often, authors contradict one another, which requires that researchers
need to exercise well informed choices, make their choice known and
substantiate it.

The study referred to throughout this chapter was carried out as
part of doctoral studies (Narvaez, 2006). This aimed to find out why so
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many students leave their studies before completion. A sitable explor-
ative research design that would prevent or restrict my own biases was
needed; after a thorough research review on research methods, Voiced
Research seemed to satisfy this. Althoughl do not regard myself as an
authority in the field, | offer this chapter as a guide to spare other novice
researchers some distress.

In this chapter! will describe Voiced Research as a research strategy
and locate it within the wider panorama of Qualitative Research. Thereaf-
ter, a description of the study and its development is presented. Next, | will
provide a detailed account of the methods employed to generate data. Fi-
nally, a thorough description of data analysis procedures will be provided.

DEFINING VOICED RESEARCH

As mentioned above, my intention as a researcher was to depart from
previous studies in which educational phenomena are simplistically re-
duced to figures and statistics given the positivistic perspective under
which educational phenomena has been approached (Smyth and Hat-
tam, 2001; Narvaez, 2010). In order to accomplish this, | needed to find
an epistemology and a theoretical perspective that matched my be-
liefs: that detailed information about how people have perceived and
experienced things that have happened or are happening in their lives
enables researchers to understand the phenomenon under study. The
study | wanted to pursue needed a methodology that acknowledged
that there is a crucial interactive refationship between individual’s lives,
their perceptions and experiences, and historical and social contexts. A
research methodology that provided evidence to show how individuals
experience, create and make sense of the rules and roles of the social
worlds in which they live was then required.

VR, 35 a form of critical theory, is expected to ‘reveal hidden re-
alities, to initiate discussion’ (Holliday, 2002 13). If VR is followed, the
resultis “anchored, local knowledge, in the face of objective, normative,
hegemonic forms of knowledge” (Smyth and Hattam, 2001: 406).

Voice is a term used increasingly in qualitative research and critical
theorising as a way of reminding us that social and educational research
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deals with the lives of actual people. VR attempts to capture the lived ex-
perience of people that cannot be achieved and communicated through
conventional means of research. In current research, voice has taken the
form of oral (hi)stories, anecdotes, (auto)biography, life (hi)stories, nar-
rative studies, and the like. However, conventional research might seem
lacking in at least two ways: researchers investigate what they are inter-
ested in; and what usually makes its way into final reports s the voice of
the researcher providing his or her interpretation of the issues.

Asareaction to this, several authors have commented on the need
to develop a different kind of research imagination in order to obtain
more grounded results (Holliday, 1996, 2002; Smyth and Hattam, 2001;
Klaus, 2001). Smyth and Hattam assert “... we argue that a ‘sociologicl
imagination’ is required .. This implies research to be more attentive to
the life worlds of young people, ... more flexible of its own agenda” (2001
401, my emphasis).

VR aims at filling this gap. Drawing mainly from Paolo Freire’s work
(1970), VR acknowledges the importance of the traditionally called ‘sub-
jects’ to produce educational changes and a different type of knowledge.
Freire’s work may help to illuminate research approaches by showing
that research in which researchers and researchees work together, is
not just more democratic, but it may prove to be more efficient. Steven-
son and Ellseworth 1991, Herr and Anderson 1993, Lincoln 1995, John-
ston and Nichols 1995, O’Loughlin 1995, Shacklock and Smyth 1997, Herr
and Anderson 1997, Smyth 1998, Smyth 1999, Smyth and Hattam 2000,
Smyth and Hattam 2001, Hodkinson and Bloomer 2001 are some of the
researchers who have used a VR approach to investigate social and edu-
cational phenomenon.

Smyth and collaborators (Shacklock and Smyth, 1997; Smyth,
1998, 1999; Smyth and Hattam, 2001) argue that VR has been identified
as being epistemologically committed to a democratic research agenda
and so needs to be constructed in such away that it provides opportuni-
ties for participants to be able to reveal what s real for them.

Kincheloe also recognizes the need for a more ‘democratic’
research agenda that allows researchers to do the kind of research
‘[where] the voice of the subjugated [is used] to formulate a reconstruc-
tion of the dominant educational structure’ (2003: 62, my emphasis).
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Thus, the methodological challenge of educational research is to

bring these voices to a centrefold position, ‘to find ways to allow the
smaller voices ... to be heard’ (Shacklock and Smyth, 1997: 4). To sum-
marize this section, | will present the assumptions on which VR is based:

1. Researchers must provide a genuine space within which re-
searchees can reveal what is real for them; i.e. listening and
paying close attention to informants’ voices.

2. Researchees may only be open when 2 situation of mutual
trust and rapport is established; thus the need to establish
non-authoritarian relationships.

3. Research questions can only really emerge out of the infor
mants’ frame of reference, i.e. what is worthwhile investigat-
ing resides within the research informant.

4. Further research questions emerge out of the research en-
counter.

5. Findings are highly credible due to the time spent embedded
in the lives, experiences and aspirations of those whose lives
are portrayed.

6. Researchers and researchees’ successive conversations re-
sult in context-bound theorising, originated from a degree of
sense making in situ.

7. This dialogic experience between researcher and researchees
brings a certain degree of identity formation out of reach in
conventional research.

8. Data is ‘generated’ immediately on the spot, originated from
the joint work of researcher and students through successive
conversations. (after Smyth, 1998, 1999)

My personal interpretation of these premises and how | made

them my own, resulted in the specific procedures to generate and anal-
yse data described below.
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THE STUDY

The broad study on which this chapter is based aimed to discover how
university students perceive educational practices; this was undertaken
at a Mexican university English department (Narvaez, 2006). The partici-
pants were all members of a BA degree in English in their early twenties.

Because of the nature of VR, research questions guiding the
studyevolved as data generation progressed. Initially, | aimed at iden-
tifying the reasons why students decided to leave their studies before
completion. As the research developed, and as | immersed more into
students’ way of life | realised several things. On the one hand, the way
students perceived their school and their relationship with it influenced
Iargely their attitudes towards it; on the other hand, university students’
accounts of their everyday dealings with school have received little at-
tention, at least in the Mexican context. In addition, even from the early
stages of data generation, data indicated that there were other issues
more important to students, such as the way they perceived their teach-
ers and their relationships with those in charge of their education (Nar-
vaez, 2007). Faithful to tenets of VR, | decided to follow these leads, as
they seemed more relevant to students than the issue of dropping out
(Narvaez, 2006). The data generated through my interaction with the
informants indicated that issues such as dissatisfaction with the degree,
poor teaching, lack of commitment, were more prominent in students’
voice (Narvaez, 2007, 2009). These issues clearly pointed towards events.
happening at classroom level, thus the importance of researching the
way students interpreted the relationship with their mentors and stu-
dents’ views on classroom practices.

This led the investigation to focus on finding out how students
make sense of their academic life, and particularly of the roles teach-
ersare expected to play in the learing process. | aimed at unvelling an-
swers to the following set of questions:

1. How do students perceive the institutional environment and
their role within it

How do university students perceive and interpret teaching
practices?
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3. How do students picture academic staff?

4. What kinds of expectations do university students have re
garding their teachers?

5. What aspects of teaching practices do students consider im-
portant?

These questions guided my interest when generating and inter-
preting data.

VR IN ACTION: METHODS OF DATA GENERATION

In the following paragraphs, | will describe the strategies used to gain
students’ confidence, the methods of data generation employed and
what constitutes the data in this study. Next, | will describe the negotia-
tion of access and my involvement with students” circles which | con-
sider crucial for the type of study performed. Finally, a description of
data analysis will be explained.

My involvement with student community lasted for as long as the
research took place. As mentioned before, the focus of the conversa
tions evolved to finding out more about the emerging issues; also no-
ticeable s that the number of participants as well as the number of con-
versations reduced towards the end of the fieldwork. | cannot clearly
mark boundaries between my involvement with student circles and the
conversations since they occurred all at once; they were feeding on each
other, and this extended along the 8 months of the fieldwork.

The starting point was to engage a group of young people in tell-
ing me about their academic lives —and not to pre-judge them. In order
to accomplish this | used the strategies described in the ‘Gaining access’
section below. By conversing extensively with students | was able to
perceive that there were other issues more relevant to them than the
issue of dropping out. In order to establish authentic communication
patterns with these students, | adopted a ‘casual conversation’ style.
In order to gain students trust, most conversations took place in infor-
mal settings: corridors, school square, school cafeteria, andjor cafes. |
was cautious enough to provide a genuine space within which students
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