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In this paper the author examines the possibilibpgn to a teacher who wishes to improve her own
classroom practice by undertaking a programme ofh&r study. Having explored the traditionally
accepted options available through higher educatiad finding that nothing really meets the teacker’
real needs, the author turns to the concept of lea@s Researcher with particular reference to
Reflective Practice and Action Research. Finally, ha¥ound that even these options are not entirely
satisfactory, he argues that in order to do justioghe task it is necessary for the teacher tongea
paradigms and suggests that there is a great dealayit in ‘researching from the inside’ througheth
Discipline of Noticing.

A. Introduction.

There are lots of useful observations in the edoicat literature about learners learning but
not so many about teachers teaching. This mustlity fpbecause it is so difficult to give an
honest account of what it is actually like to teachost attempts to do this slide into idealised
intention or pious hope. (Tahta 1995)

This paper revolves around the dilemmas facing thitgl mathematics teacierho has been teaching for
many years and yet (somewhat unusually?) still dolwver teaching. She enjoys showing the students the
beauty of her subject. She is passionate about whatdoes and cares about her learners and their
relationship to learning as well as to her subj&tte wants her students to be able to enjoy theeseh
success which comes from understanding a partiadacept and not feel the devastation of failurd an
shame which accompanies poor marks in tests. Shlenig in her classroom and is aware of the poler s
wields - the power to choose activities, to shatmgraise, to shout, to abuse, or to read frontektbook.

She has many choices - every single moment in esiagle interaction. Sometimes she feels wonderful
about what she did in a particular lesson; sometiste feels good but knows that she could have done
better; and sometimes she knows that she was leoaital is glad there was no-one else present tesst

her mistakes. She usually shares her good momaéthidrar husband at home in the evening, and sorestim
with colleagues, but very seldom talks about hiéurfes to peers.

Our mathematics teacher has been in the busineaddag time and feels she has reached a stage\she

is starting to lose that vitality and passion feathing as she begins merely to go through theomstind
she almost runs on automatic pilot. She also knthat most of the decisions she makes each dayrin he
classroom are based on her life experiences - whithy are conscious or not (Blanchard Laville2)98ut
does not know what to do with this insight. She tea&hed a stage where all this is not good enéargher.

She wants to take the necessary action so thatashbe pro-active and re-look at her teaching ieffort to
re-generate her old passion and at the same timpeim the quality of her students’ learning experee
She knows she cannot do this on her own and sbegfias to look around to examine the options that a
open to her options.

! The financial assistance of the National Reseaotim@ation towards this research is hereby acknaelédOpinions
expressed in this paper and conclusions arrivegrathose of the author and are not necessaiig ttributed to the
National Research Foundation.

% In order to avoid contestation of some of the #jmegptions available to our teacher, we will gifrer the specific
geographic location of teaching in Cape Town, a&itthe southern end of South Africa.



B. Becoming More L earned

Most of the traditional routes require the teadbeattempt to become more learned and to beconudview
in some way with an institute of higher education &0 study further. While this usually means regiag
for a higher degree there are in fact several whagtsthis search for improvement can be offered.

i) Inservice.

The most basic form of inservice training availaol®ur teacher is for her to become involwéth

one of the many Non-Governmental Organisations (MGE®hich have been set up to assist teachers with
their classroom practice. Here the teacher genegells a first exposure to the work of the NGO tigio the
attendance of regular workshops on specific tofacs, if she agrees, apprentices herself to a fizikier
from the NGO (who is usually an experienced extedcand learns from him through co-planning lesson
and then following this up with observation visit$ie intention is usually that each teacher invalirethe
project then becomes a ‘key teacher’ whose taisktit take the message out to other teachers. ixem
with this option is that the financial stability ife NGO depends on its success in developing keatzdnle
product which is based on a particular perspeativedeaching mathematics (such as the use of preblem
centred methods). Inevitably, the teacher will peeted to support this ‘product’ with enthusiasnu a
commitment with a variety of resulting difficultiesyd problents

A different option for our teacher would be to tgr at the local university for a Further Diplonma
Education which has been designed as a multi-marhulese. Here the teacher comes to evening classes
is exposed to experts who will give her the oppatiuto learn more content knowledge of mathematics
more knowledge of teaching methodology, as wels@®e options such as the use of technology in the
teaching of mathematics. Here experts will teaghgtudents what they know and the students leasedo
the world through the experts’ eyes. The problene liethat it is highly unusual for the ‘expert’have any
knowledge of the teachers’ contextual imperatigesthe students learn to achieve excellent reguisigh
the development of a sort of temporary spatial aiane they have to put aside their knowledge ofrthe
classroom experience and try to insert themsehtestihe perspective being given by the expertsiskase

to the course through a claim that the ideas woelger work in a real classroom (or certainly notrig
classroom) do not assist in the necessary accuonlaft credit-gaining knowledge.

The most successful of these inservice coursegiaea by experts who are familiar with the geneitext

of their students who also maximise the possibgifior student interaction. However, in each o$¢hwrms

of becoming more learned, the teacher is basicatjyired to take on board a set curriculum whias lheen
pre-determined and is seldom negotiable. Our teactades enquiries about these avenues and finds tha
they are being offered by people with less expegetnan her and who will be teaching content that s
already knows. She believes her knowledge and mxuer will ensure that she obtains outstandingltesu
and a great deal of status and reward, but she ktiwat she needs something more than this.

ii) Higher Degrees.

A common route for experienced teachers is to nmovi® a higher degree (such a Masters degree) ihere
task is one of becoming familiar with the varioesnfis of educational discourse with a view to becami
able to do researthSince one of the most fundamental aims in thisifof research is for the researcher to
remain objective, it is common for the teacher wanto learn more about classrooms to be direated t
research another teacher’s classroom practicenitie task of research is to test hypotheses witiewa to
building up a set of generalisable results which e able to contribute to policy initiatives. Amclingly,
the main challenge for the teacher in this quesiettome a good researcher is to learn to use ¢oeetical
lenses that are on offer from the lecturer(s) sb she can interpret the data collected againdtdbkground

of this accepted educational discourse. The prolblera for the teacher wanting to improve her ovatfice

is that the theoretical tools are foregroundederathan the classroom practice.

C. Reflections on Getting an Education.

Gadamer (1975) describes such a paradigm of lgamsnone of ‘getting an education’, which is at its
strongest in a university. In this version “knowgedtakes the form of an object which is separaim fthe
knower making it possible to have objective trutitantaminated by contextual contingencies and paiso

3 See, for example, Breen (1999)
* See, for example, Breen (1997)



biases” (Olson 1997, 15). Olson follows ClandinimdaConnelly (1990, 242) in asserting that “it isiaw
that implies that no matter what any particularsparhappens to believe about it, there is a coamedttrue
view of the world. It is a depersonalised notiontrafth and meaning”. It is a search for one cortas
version rather than an appreciation of differentspectives developed from an individual's diverse
experiences. There is a belief that knowledge ghine rational objectivity is superior to that gainby
experience. This has led to extensive specialisatompartmentalisation, and a hierarchical stmectof
knowledge. “This version provides a pervasive heggmas the legitimate authority of technical rasitism,
shaping our society and education systems andbilnusxperience” (Olson 1997, 16).

When getting an education is storied as the acaaiionl of knowledge, knowing becomes
positional as objective knowledge is transmittemhfrthose who know to those who do not. In
this story university professors know more tharsslaom teachers; classroom teachers know
more and better than their students; preserviaehéra appear to know very little at all.... In
this version empowerment is possible through caaimn as those who already know help
those who do not know. (Olson 1997, 16)

In this version of learning from the expert, thé&seroom for only one voice, one version. The voafe
authority belongs to the one who knows the mo$test. Argument and explanation become the vehictes
arriving at consensus and agreement. Telling oeelshs listening as individuals compete to haver thei
versions accepted.

The teacher might be seduced into thinking thattaoption would be to allow other researchersde ber
classroom as a research site so that she can toeasfithe insights gained by the researcher. &ot this
sounds quite possible. In practice the author isf plaper has not seen experienced any demonsgainis
from such a course of action. In three separatenpbes where the author has made his work or his
classroom accessible to outside researchers, itbbas quite clear that, despite any honest attemipts
introducing an objective perspective to the redgaeach researcher has foregrounded their ownestier
and perspectives onto the research. In one exathpleesearcher had a political agenda that maddlind

to the context and nuances in which the interventieing researched took place. In another, theareiser
was driven by a set of sociological theoreticalltomhich meant that she asked questions that were o
particular interest to her understanding of thessstand ended up taking her own path where she was
unable to focus on the intentions of the teacheicemed. Conclusions about the efficacy of somthef
teaching tools were being made with apparent reéeréo the data, but without asking appropriatestioes.

In the third, the researcher had a concept templateteacher-centred lesson which he was unabdpéo

up for discussion and consequently imposed ondhehing being observed. In all three cases, atgetopt
engage the researchers in a discussion aboutgbmpsons being made fell on deaf ears.

The point being made here is that whatever theitquad the research, the most significant aspecthef
research undertaken was that the researcherstindaeloped their own theoretical tools and insSghd a
priority and this resulted in the research havingitéd use to the teacher concerned. The tragedypuo
teacher wanting to improve her own practice anthl@aore about her own teaching is that the biathef
outside researcher is inevitable. In the paradifjfgeiting an education’, the researcher is theegixand the
teacher’s version is not important enough in then@rMarch of the research.

D. Teacher as Resear cher.

The above has surely painted a dismal picture ofteacher’s possibilities for improving her praetic
through involvement with experts and further studpwever, there has been a strong move in recemsye
to value the position of Teacher as Researchegeneral, this movement has supported the ézagbrking

in her own classroom in one of two ways.

i) Reflective Practice

This is based on Schon’s concept of the teacheflextive practitioner (Schon 1983). A crucial tpair this
reflective practice in recent years has been théngrof a journal both by the learners and by tisgcher.
For example, a student in one of our teacher'sekawrote the following at the end of a particylatifficult

mathematics lesson.

® See, for example, Zack et al. (1997) which is tlenination of the efforts of a Psychology for Mattetics
Education (PME) working group with this name.



We did some visualising using matches. This washiecause | could see at once that my
answer was correct. | enjoyed discovering thatetheere other routes to get there. |
surprised myself by thinking that there must beag vo state the pattern. There was! And so
| realised_for the first tim¢hat making rules about the process had led mégebe, that
dreaded topic.

Similarly the teacher giving the above lesson sthnvriting comments about her teaching methods by
reflecting on what she was doing in the lesson.

We'd done a fair bit of work on number pattern®gatty. | had given them an old exam-type
problem and they’d been able to handle it. | haotlzer similar one ready to give them but

then | thought that wouldn’t be enough of a chakeso | decided to change my plan and
talking aloud said “I think I'd rather give you &allenge”. As | said challenge they started
calling out as to how their anxiety ratings werengothrough the roof. The problem was

actually quite simple - much easier than anythimgythad done before - the challenge was
going to come later. They started working. D becanweeasingly agitated and panicked.

What must they do? Was she right? She seemed twegetinxious that someone else next
to her was working more quickly than her - and@he the tears.

The advantage of this move to keep journals aridatebn what is happening is that both learnertaadher
have to attempt to stand back from the event artdnsthiemselves in action. The problem comes when on
has to take these writings further. Both studewttaacher are writing about things that happendtdm in
the lesson as well as some of the thoughts thae agm What happens to all this writing? How does on
judge which is the better piece of reflection arftbvhas gained the most from the lesson? Which &spéc
the experience contain the possibility for gensedion and how could this tie into the existingriture?
Finally, are there any seeds here for better dassmpractice? A journal can become addictive. |ganinto
the habit of writing about what happened in my slasm and it is quite possible that nothing wilange. |
am likely to look for data that will match whatHink anyway. There is no access to others to cetiqy
writing and, even if there was, my writing is sai@ntly personal to make it difficult for anyonedater my
narrative and challenge my reading of the story.

The presence of subjectivity is clearly preserdrirexercise given to the “Teachers as ResearctMogking
Group at PME in Lisbon in 1995. | gave the groupiece of writing from Sonya, a mathematics educatio
fieldworker, and after dividing them into three asgge mixed groups of academics and teachers, @sked
consider a series of specific questions drawn fiteerfieldworker’s writing. Specifically they werslked:

(i) to choose a main focus for her possible rede@wvhat questions is Sonya asking, what quesigmis
she asking, where is she coming from?),

(i) identifying the type of guidance/supervisidmey would recommend for Sonya (resources, apprepria
body of knowledge, reading list?), and

(iii) selecting the appropriate methodology for alallection and processing for the research (how t
apprentice Sonya, what type of and how much assistand support does she need?).

The variety of responses from the groups was istiexg and reflected the range of differing thouginishe
topic of Teacher as Researcher. In particularyésponses highlighted the extraordinarily difficialsk that

a project worker in a situation such as this fab¥erking one step away from the chalkface multiplike
number of considerations and questions that thepgrevere able to ask. For example: For whom is &ony
working - the project, the teachers, the studemtsnathematics? To what extent has Sonya conswiitid
the teachers? Are they fully aware of the aimshef project? Have they been included in draftings¢he
aims? If so, was it from the start? Has she maadtemal on the relevant learning theories availdbléhe
teachers? Has she considered the socio-politicariinvolved in the situation, such as the dédita of
including fractions in the syllabus? Is her focus c¢hange or on fractions? Is she a researcher gaskin
guestions or a facilitator creating the space &archers to ask questions? The list of such qusstod
comments from the three groups was extremely lamd) daunting, and exposed the variety of different
agendas and interests in the room. They also shdveednormous problems Sonya would have if shd trie
to make her questions and reflections the basishofher degree research dissertation. Differepesisors
would have foregrounded different aspects ane litiom would have been available for her own growth

In was also a sobering experience when teacherkimgowith an inservice NGO were asked to keep
reflective journals. They seemed to see these @siras a place where they were supposed to igitiall



‘confess’ their existing bad teaching habits, ahentwrite a bit about how they were going to goubo
making changes. Finally they would report how sesfig they had been in making the desired changes a
were now good teachers (and usually expresseddmrasie thanks to the NGO for its suppdrt!)

ii) Action Research’.

This latter form of reflective practice was oftenddied into higher degree study which used Action
Research as the appropriate research methodolagach@rs basically had to identify something thas wa
wrong in their classroom and then design a plaactibn that would be intended to bring about a gean
this defective aspect. The plan was then put ictmm, data collected and the success of the infmva
analysed with a new plan of action being desigrmetuither bring about changes. In this way theoacti
cycle continued for the duration of the researcicrécial role was given to the triangulator - answer
who would act as an outside observer in an attéongtiard against subjective bias in the data. nesocases
this outsider was the one actually doing the reteand the teacher’s class was used as the sitesearch.

While the introduction of this research methodologsts welcomed as a transformative opportunity for
classroom practice, similar difficulties exist twose which have been previously mentioned in thjsep.
One problem is that the action research teachetifibs what she wants to change based on her tovg s
of her practice. She also decides how she wanthahged and then plans how she wants to effect the
change. There is very little room for alternatimgerpretations of her story. When the action redeaycle
starts the gaze of the researcher (and the triataylilis focused on specific features that aregtied of the
intended change in practice. The triangulator #igmer looks for what they believe is importanteftioring
their own spectacles along) or make a valiant etfmoobserve what I've asked them to observe. atier
has the difficulty that they have to try to lookdbhgh my glasses and this is a strain on their!efed if
they are a friend of the teacher they’ll try redilgrd to see what the teacher wants them to seen\Wie
person doing the research is someone registeredtfigher degree who is looking at the practica fsfend,
the situation can become even more complex. Cdi989) describes how her action research projeadnd
up with her having to focus largely on the ethitthe researcher.

In summary, our teacher’s desire to rekindle hehusiasm for teaching by gaining new insights inéw
practice are not likely to be furthered much if giers the getting an education paradigm. In vagrkvith
an expert she will have to learn disembodied cdrkeawledge that is also likely to be acontextusie has
to accept what is offered ‘as if’ it was applicabdeher reality. In moving to a reflective positibased on
her own practice, she runs the risk of finding sgrassion and purpose without direction, or elsenagark
with the often disempowering judgement of an expRdther than be defeatist about our teacher'stgues
would like to suggest that what is needed is a gham paradigm.

E. Another Route: Becoming mor e experienced

‘Becoming more experienced’ is the alternative gaya given by Olson (1997) which draws on the wofk
Gadamer (1975) and Dewey (1938) and is based mnsdctional relationship between the knower ard th
known. “Knowledge is seen as embodied and pergoaall socially constructed through the continuog a
interactive nature of experience” (Olson 1997,I8lis means that, as individuals in the world, we @ach
unique and separate beings isolated in our comyirfiexperience with our own unique boundariesileyh
at the same time, we are in an interactive relatignas part of the world. In this paradigm, owqpice as
teachers and researchers takes the form of stanef e form of theories.

Because each of us constructs unique narrative ledigw based on our individual continuity of
experience, infinite ways of knowing are possitleiversity teachers, classroom teachers, and
pre-service teachers each express different versibeducative experience, focus on different
issues as relevant, and are concerned with diffgm@blems of practice. Through interaction,
meaning is continually reconstructed as new intaras lead to further understanding. (Olson
1997, 19).

This is not an atheoretical position however. Theocan be used to inform our stories but they Ishou
consume and/or silence the stories. Constructiohraconstruction of narrative knowledge is thethesis
of certainty as individuals seek to increase tkawwing. “In this version of knowledge constructiaach

® These writings of course then make excellent copyunding proposals which further encouraged tyjie of
journal writing.
" See, for example Flanagan et. al. (1984)



person both shapes his/her own knowledge and geshiay the knowledge of others. Everyone is a kmowe
whose ideas deserve to be heard, making it pogsitéarn from and with one another”. (Olson 1920).

In describing the ‘becoming more experienced’ pigragd Olson asserts that, it is only in this verstbat
collaboration becomes possible. It is clear tha &hdistinguishing strongly between co-operating a
collaborative relationships in that she identifieg-operative relationships as existing in the figgttan
education’ paradigm. Co-operation seems to be usetkfine situations where parties come together by
mutual agreement to tackle a specific task. Gaadsrales are assigned from the outset with powsdirey
within the leadership whose role is constant. Sadescription would allow working relationshipsweén
university lecturers and students in the ‘gettingeducation’ paradigm to be described as co-opesadince

the task is clearly one of transfer of knowledgmrfracademic to student and the university systesures
that the power resides in the academic.

Collaboration, on the other hand, seems to cordapects of co-operation but moves much more into a
collegial and consultative framework. Collaboratessumes the development of a model of joint ptamni
joint implementation and joint evaluation where p@ssibility and authority for basic policy decision
making is shared. (Hord 1986).

Two primary school mathematics field workers fronumiversity based non governmental organisation
called the Mathematics Education Project (MEP) apgined the author to ask for his help in improvhmgr
practice as mathematics educators with specifereeice to their running of workshops. Since thaauis a
lecturer at the same university, the scene wadased variety of choices from within the ‘gettingn a
education’ paradigm. For example, he could havend#d one of their workshops and critiqued their
practice; or he could have given them some lectarasferred them to some articles from the liter@ton
workshops in mathematics education. He decidedamadb this and instead offered them the possibdity
working with him on the task of identifying incidisnin the classroom that were worth talking abbutvhat
proved on later reflection to be a crucial move ihgited them to use his own teaching to primary
mathematics student teachers as the site for thk. viofew years later the group came together tibewa
paper reflecting on the experieAand they identified this as a significant movecsirit broke the usual
power dynamic where it is the student’s practica ik under inspection and the teacher is the knokve
addition it became clear in retrospect that thgpegience of being involved in the ‘getting an eatiom’
mode had shared a common sense of frustrationiaidsionment.

I was registered (for a higher degree) the previgear....During my first year of study |
struggled with the courses and could never findoanection between the theory and the
practice. | thought it would become more clear talsathe end of the year. But this didn’t
happen.... Till today, | have not used anything fritvdse courses. It took me a long while to
realise that | had to play the right games withuears - that | had to crack the ‘right’ code to
achieve ‘good’ marks. (Gabeba, March 1999)

For me the Work in Progress Sessions (WIPS) washarexclusive club and access to the club
depended on if you could engage in the same diseolfr you could participate in the same
language and from the same school of thought, yerewolerated...With low self esteem the
less WIPs we did, the better for us. Anyway, we &slif we had no voice at these WIPS. The
WIPS seemed more like power struggles betweeniohails. (Agatha)

The two fieldworkers attended the lecturer's weeldgture and their task was to identify any pattcu
teaching moment that was significant for them. 8ialt three had attended the same lecture, thentasko
identify the moment as concisely as possible sbehah could recognise the moment. It soon becéesae c
that this description had to be very brief and dlad to be sanitised and fact-laden. Any attemgoltow
the usual practice and layer the observation witsgnal insights and hypotheses changed the mament
one which could not be recognised. This task reguionsiderable practice but skill developed rapidl

The second aspect of the task was to then wrigrsopal narrative as to why the incident was sicgmift to
the observer and, where appropriate, also to dieenatives ways in which the lecturer could haced.
The bare incident thus was really only there tegach participant access to the moment. The nexrthit
followed was each participant’s first contributitmthe conversation and said much more about thatoa
than about the lecturer. What each noticed wasitaddy a function of their life’s experience. Othanust

8 See Breen, Agherdien and Lebethe (n.d.)



see it differently. Each narrative was taken asopportunity to give one’s own narrative as a difdr
reading of what had happened and then one woulidrsed to go back and try to give reasons why one
preferred one interpretation to another. Agais important to stress that the main aim of thevigtivas to
explore different possibilities for interpretation classroom moments as well as to increase thebauof
options that might be open to any of the participan their own future personal teaching. Againhbletter
responded in a positive way to their perceptiorhef suitability of this way of working for meetirtheir
needs.

| started realising that the environment that myeltgoment needed to take place in should be
in a critical yet very supportive and nurturing asphere... | needed to work with someone
who would be able to ask me the kind of questidvas tould help me to understand my own

personal and professional development and recogmésas an expert with respect to my INSET

reality. (Agatha)

| haven't been as excited as this for a long tintee-data brings things out of the shadows and
forces me to own my decisions. (Gabeba)

F. Discipline of Noticing

The main point of the above example is to emphdbsenormous rewards that all parties gained fitoen
change in paradigm. Many other issues arose whiell@alt with in the paper. However it is importémt
stress from the outset that moving to a differeatadigm is not enough to ensure that the classroom
practitioner will be able to research their teaghin a satisfactory manner. It is important that thssons
learnt from the earlier ‘getting an education’ iquke need to be heeded, particularly with respedhé
lessons learned from the use of reflective praciue action research. Becoming more experienceendisp

to a large degree on issues of power sharing alfebooation, but it also demands a strict focusharrative

that is accessible to all participants.

A methodology that has thus far proved to be ex¢tgmromising is based on the Discipline of Notgcthat
was originally developed by Joy Davis and John MasE€rucially Mason describes The Discipline of
Noticing as a form of researching from the insideshere the main expected product of the researthei
development of the researcher. He also providesrefudly structured language that forces participan
stay with the experience rather than rush to a atera interpretation so that they can develop kger
interpretations and observations, which will allfox different possibilities for action in the fuaur

The Discipline of Noticing requires participantsdelect moments from their practice and to desdtiee
moment by giving a brief-but-vivid account-of thecident. This is an extremely difficult task as e
much more inclined to account-for what happenedni@g proficiency in giving accounts-of incidents
allows us not only to delay judgement, but alsovedl others to enter into our story without feelihgt they

are acting in an attacking mode when they giveediify possible interpretations. A main task igénerate
multiple readings of the story and then to expleaeh drawing both on personal experience as well as
theoretical concepts. Validity is sought througboreance from participants rather than through éljge

A main aim is to increase the number of possibiitior a teacher to act in the moment. This mdaatsthe
teacher must become more aware of what she dabe imoment. It also means becoming more aware of
different possibilities, since her choices are ta@diby her experience of life. Allowing others toter the
story creates the possibility for different poddileis and different stories to be heard as thescl@orks with

the various narratives. However, it needs disoglimd rigour to argue and determine whether acpdati
interpretation given and action taken can be ressgrconsidered to be optimal.

G. Concluding Remarks

This paper has argued that a teacher wishing towowepher own practice through research is presently
poorly catered for in most educational instituioiThe author argues that this is inevitable gittem
(understandable) demands of the dominant ‘gettmgducation’ paradigm at these institutions. Thly on
possibility for allowing the teacher to focus omr peactice in a manner which remains true to hetexdual
imperatives seems to be foregrounded in a move thffarent paradigm - that of ‘becoming more
experienced’. The problem is that this can onlytHeefirst step and will not be viable if it doest pooceed

® See Mason and Davis 1988, 1989
19 Mason (1994, 1997)



hand in hand with the incorporation of an apprdpriggorous research methodology. It is suggestatithe
Discipline of Noticing is a good starting point feuch an onerous venture.
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