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ÖZET 
 

Bu çalışmanın amacı üniversitelerdeki mevcut İngilizce öğretmenlerinin 

hizmet öncesi öğretmenlik eğitiminden memnuniyetini ve mesleki gelişime karşı 

tutumlarını tespit etmek ve değerlendirmektir. 

 

Tüm dünyada eğitim alanında büyük bir değişim dalgası yaşanmaktadır. 

Ancak, dil öğretimi alanındaki bu yeniliklere ülkemizde tam olarak ayak 

uydurulamadığını ve bundan dolayı, yeterli gelişme sağlanamadığı 

gözlenmektedir.  

 

Yabancı dil eğitimindeki başarısızlığın ana sebebi olarak uzmanlar, meslek 

öncesi öğretmenlik eğitiminde ve mevcut öğretmenlerin mesleki gelişime karşı 

tutumlarında sorun olduğunu savunmaktadırlar. Bu görüşün isabetli olduğu bu 

çalışmada uygulanan anketle doğrulanmıştır. 

 

Bu araştırma iki aşamada gerçekleştirilmiştir. İlk bölümde, yabancı dil 

öğretmen eğitim modelleri, programları ve mesleki gelişim yöntemleri 

irdelenmiştir. İkinci bölümde ise, bu konularla ile ilgili ileri sürülen hipotezleri 

araştırmak amacıyla, İstanbul’da bulunan 17 devlet ve vakıf üniversitesinde halen 

çalışmakta olan 250 İngiliz dili okutmanın katıldığı bir anket uygulanmış ve elde 

edilen sonuçlar SPSS programında analiz edilerek bir değerlendirmeye gidilmiştir. 

 

Araştırmanın sonucunda, ülkemizde uygulanan geleneksel öğretmen 

eğitim modellerinin İngilizce öğretmenlerini geleceğe hazırlamada yetersiz 

kaldığı görülmüştür. Ayrıca, hizmet öncesi eğitimlerini aldıktan sonra, mevcut 

öğretmenlerin dil öğretimlerini geliştirmek için çaba göstermedikleri ve mesleki 

gelişime karşı tutumlarının da kısmen olumsuz olduğu belirlenmiştir. 

 

            Bu çalışmanın ışığında, yabancı dil öğretimine ve mesleki gelişime yeni 

katkılar yapılabilir. Örneğin, ‘yapılandırmacı öğretmen eğitim modeli’ 

ayrıntılarıyla incelenmeli ve üniversitelerdeki öğretmen adayı öğrencilerin 

eğitiminde model alınmalı. Ayrıca, mevcut öğretmenler açısından sorgulamaya 



 xvi

yönelik olarak mesleki gelişim modelleri ile yaşam boyu öğrenme gibi yöntemler 

bireysel gelişim ve üniversite ortamlarında uygulanmalıdır. 

.     
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ABSTRACT 
 

The purpose of this study is to determine serving or practising teachers’ 

satisfaction with their initial or pre-service teacher education they have received at 

universities and also their attitudes towards teacher learning or development. 

 

There is a great wave of educational change all over the world. Yet, it is 

debatable whether or not there is much progress in ELT in Turkey and we can 

keep up with the latest developments and innovations in this field. 

 

Experts hold pre-service or initial teacher education and teachers’ 

attitudes towards professional development responsible for failure. This has been 

proved to be right in the questionnaire conducted. 

 

The research was carried out in two phases. First, theory on second 

language teacher education, models of initial teacher education, pre-service 

teacher education curriculum and professional development, professionalism, in-

service teacher education, models of teacher learning was defined. Then, a 

questionnaire in which 250 instructors of English from 17 state and foundation 

universities were asked about pre-service education and professional development 

was conducted at universities as a research method so as to prove hypotheses. The 

information compiled was examined and analysed, using the SPSS 11.5 statistical 

software. 

 

In the light of this study, new contributions may be made to foreign 

language teacher education and teacher learning. For example, constructive 

teacher education model should be adopted and widely applied in pre-service 

education of student teachers at universities. Also, a new teacher education 

syllabus or curriculum, which is person-centred, has been proposed. Also, on the 

part of serving teachers, enquiry–based teacher development models like 

reflective learning or inquiry learning as well as life-long learning should be 

supported for professional development. 
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CHAPTER ONE 

 

INTRODUCTION 

 
1.1 Background of Study 

 

Teacher education refers to all planned interventions intended to help 

teachers, directly or indirectly, to become better at or at least better informed about 

their job. Across the range that such a definition could cover, several considerations 

will be crucial to productive discussion: 

• The stage of a teacher’s career at which the intervention comes, whether it is 

initial (pre-service) or after the teacher has accrued some experience (in-

service); 

• The setting for the intervention, whether it comes in the teacher’s workplace 

or whether the teacher has to go elsewhere for it, perhaps for a substantial 

amount of time; 

• The source of the intervention, whether it comes from someone in the role of 

an expert or from a peer or from the teacher himself or herself. 

• Whether the intervention is primarily aimed at directly helping a teacher 

become better, in some obviously practical sense, at the job (‘knowing how’, 

e.g. training) or at helping him or her become better informed (knowing that’, 

e.g. education). 

 

A broad definition would therefore cover the provision of professional 

courses for initial (or pre-service) training, and for teachers already working (in-

service) as well as academic courses such as MA programmes for pre-service or 

serving teachers. It would also extend to non-course provision of relatively informal 

opportunities for teachers to learn more about their work.  

 

Most broadly, it could also extend to what is typically called teacher 

development where development is distinguished both from education and from 
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training by being seen as essentially something you do for yourself rather than 

something someone else does to you. 

 

Under a narrow definition teacher education would exclude both training 

and development altogether and would confine itself to the provision of formal 

opportunities for becoming better informed about the job of being a teacher, itself 

probably broadly conceived. 

 

The second issue, if we opt for a broad definition of the overall topic of 

teacher education is: what sorts of intervention are most helpful to teachers? Here the 

major issue that has dogged formal teacher training, at least over recent decades, is 

probably how best to strike a satisfactory balance between a transmission and an 

experiential approach to any intervention, or put more crudely, how to solve the 

problem that trainers need to practice what they preach in order to be incredible to 

their trainees, who will otherwise complain that they are lectured to about practical 

matters of which they have insufficient practical experience and by people whose 

own practical classroom experience seems at remote. 

 

An obvious extra question then arises from our preliminary list of 

considerations: can the same sorts of intervention be appropriate at any time in a 

teacher’s career or do interventions need to be designed to respect the stages we can 

expect any teacher to go through as experience accrues and do interventions need to 

be designed for teacher training, teacher education and teacher development? 

 

A further question is then prompted in respect of all pre-service work: even 

if initial teacher education is effective in helping teachers survive their first difficult 

years, will it not simply succeed in producing teachers who for the rest of their 

careers will teach in the way that was perhaps appropriate to them as absolute 

beginners, but not to them as experienced professionals? This is particularly 

problematic in circumstances quite commonly encountered around the world, where 

resources are unlikely to make it possible for teachers to have much in the way of 

follow-up work to anything they get at the initial, pre-service stage of their careers. 
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This suggests that teachers in such circumstances may need to be trained initially in a 

way of teaching that will be appropriate only later in their careers and which may 

therefore represent an extremely difficult challenge for beginners. This certainly does 

seem to be the preferred pattern all over the world and clearly it carries the 

considerable risk that teachers will have a traumatic start to their careers, a start that 

will encourage them to resist innovations later, if they have struggled so hard just to 

teach in the way that they at last become accustomed to using. 

 

The dilemma, then is that it seems right to want teachers to get off to a 

good, confident start to their careers and so we need to help them with a way of 

teaching that is suitable for beginners and yet at the same time we want them to 

develop in a way that leaves them open to changing their teaching as their career 

progresses. The obvious answer, wherever circumstances permit, is to offer regular 

opportunities for teachers to follow up their initial training. However, where 

circumstances are not so favourable, teachers need to be trained at the beginning of 

their careers in a way that will not only make their initial survival in the classroom 

relatively painless for them but also in a way that will simultaneously help them to 

understand, even at that early stage. They can be offered an extremely practical 

classroom skills development course, for example, to make sure that they can at least 

write legibly on the blackboard and be heard at the back of the room. They can also 

be offered a very substantial amount of supported teaching, with the degree of 

support gradually being reduced so that by the time they leave the training situation 

they are reasonably well used to managing a class by themselves. But they will also 

understand very clearly that all they are being given is survival skills and that they 

will have to gradually develop their sense of  ‘plausibility’ (Woodward, 1992, 103-4) 

about how best to teach as their experience grows and hopefully their professional 

competence and confidence along with it. To this end their initial training could help 

them by exploring ways in which even beginning teachers can be fruitfully reflective 

about their work. For example, if in our support for teaching practice we focus 

exclusively on simply asking them to consider whether or not their own performance 

was satisfactory, we can not expect to be successful at stimulating their curiosity 

about classroom language learning and therefore teaching. They will probably be too 
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anxious about their own performance. Perhaps by using such methods as team-

teaching and peer observation, however, we might be able to help them articulate 

their puzzles about what happens in the classroom, taking them far beyond their 

immediate and highly practical concern for their own classroom performance 

towards a preliminary degree of reflectiveness. 

 

This notion of reflectiveness has become a key in recent discussions of all 

forms of teacher education. It is commonly held that being reflective is a major part 

of being a modern professional language teacher and an essential element in teacher 

development. Being reflective is an aspect of ‘teacher thinking’, which itself has 

become the object of considerable study. Becoming reflective is an aspect of 

encouraging teachers to become researchers in their own classrooms, and therefore, 

in all aspects of teacher education (e.g. the notion of the teacher as researcher is also 

current. Student teachers in initial training are encouraged to undertake small-scale 

research projects such as action research, students in teacher education, on MA 

courses, are required to produce research-based dissertations and adopting a research 

perspective is seen as a crucial element in development work. In such matters, 

language teacher work is slowly catching up with work in education in general.  

 

One important argument put forward stems from the observation that all this 

work is based on the idea that  teachers of all subjects  (not just of languages) need, 

right from the very beginning of their careers, to develop their own understanding of 

their work from their own intellectual enquiry. This idea, however, runs counter to 

the prevailing ideology among many governments in the 1990s that teachers are to be 

judged primarily in terms of their ability to act as relatively efficient ‘delivery 

systems’ for national curricula. It is not at all clear how such current ‘best practice’ 

in teacher education can be reconciled with such a conception of the teacher’s role. 

Indeed, teacher education in the 1990s could be said to working directly against that 

conception, towards a conception of the ‘reflective practitioner’ as someone who will 

be well placed.       
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Teacher development is very broad in scope and potentially takes in many 

aspects of a teacher’s personal development alongside more mainstream professional 

areas. The term is frequently contrasted with teacher training and teacher education. 

Wallace (1991: 3) puts it straightforwardly: “The distinction is that training or 

education is something that can be presented or managed by others whereas 

development is something that can be done only by or for oneself”. Lange explains 

this in the context of a model or blueprint for a whole programme of teacher 

development and offers the following definition: “A term used … to describe a 

process of continual intellectual, experiential and attitudinal growth of teachers … 

the intent here is to suggest that teachers continue to evolve in the use, adaptation 

and application of their art and craft” (1990: 250). Teacher development (TD), then, 

is to be seen as an ongoing process and integral characteristic of a fully professional 

teacher. 

 

From a general educational perspective, Hopkins (1993) is one of several 

authorities to formulate a direct connection between TD and school or university 

development in some parts of the world in which individual schools or universities 

are increasingly under pressure to implement change themselves. Teacher research in 

classrooms – as a major element of TD - has a key role to play. The underlying 

philosophy is one of empowerment of teachers to take their own decisions and some  

control of their own professional pathways. 

 

1.2 Problem Statement 

 

Education has been in a process of fundamental and rapid change. Naturally, 

ELT has experienced many changes for the past two decades. Change is everywhere, 

but progress is not. The more things change the more they remain the same. That is 

why, although there is a great wave of change in ELT in our country, this has not 

been able to satisfy policy makers, educators, lecturers, parents, the government, 

administrators and teachers. If they are not content with the quality of instruction, 

who is to blame for this failure?    
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Teachers, who are probably to blame for failure in ELT, are at the heart of 

the educational process. Consequently, the greater the importance attached to 

education as a whole, the higher is the priority that must be accorded to the teachers 

responsible for education. 

 

As a result of failure in ELT, teacher developers are moving dramatically 

towards the renewal of teacher education. Individual universities are orienting their 

efforts in the preparation of teachers away from the typically university-controlled 

program to those which are school-based and involve practising teachers and develop 

professionals. For this reason, most teacher education programmes have become 

outcome-based rather than knowledge-based in recent years.  

 

Educational change depends on what teachers do and think. One of the most 

respected and widely quoted studies of what teachers do and think has been 

conducted by Lortie (1975) in order to see where teachers are. His findings can be 

best summarised as follows: 

1. Teacher training does not equip teachers for the realities of the classroom. 

2. The cellular organization of schools means that teachers struggle with their 

problems and anxieties privately, spending most of their time physically apart 

from their colleagues. 

3. Partly because of the physical isolation and partly because of norms of not 

sharing, observing and discussing each other’s work, teachers do not develop 

a common technical culture. The picture is not one of “colleagues who see 

themselves as sharing a viable, generalised body of knowledge and practice” 

(p.79). In many ways student learning is seen as determined either by factors 

outside the teachers’ control (family background) or by predictable and 

mysterious influences. According to Lortie, the lack of a technical culture, an 

analytic orientation and a serious sharing and reflection among teachers 

creates ambiguity: “The teacher’s craft … is marked by the absence of 

concrete models for emulation, unclear lines of influence, multiple and 

controversial criteria, ambiguity about assessment timing and instability in 
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the product” (p.136). A teacher is either a good teacher or a bad one; a 

teacher either has a good day or a bad one. It all depends. 

4. When teachers do get help, the most effective source tends to be fellow 

teachers and secondly administrators and specialists. Such help is not 

frequent and is used on a highly selective basis. 

5. Effectiveness of teaching is gauged by informal, general observation of 

students. 

6. Lortie also found that ‘striking success with one student’ here and one student 

was the predominant source of pride. 

7. One of the predominant feelings that characterize the psychological state of 

teachers and teaching – is uncertainty – teachers are not sure whether they 

made any differences at all. 

    

Educators argue that professional schools of education must develop 

rigorous standards for entrance into teacher education. They also discuss the need for 

career ladders and a national board of standards that would examine the competency 

of teachers. They recommend ways in which teachers can become more professional 

– in particular, university programs closely with schools. In this way, developing 

teachers in a university program can relate to practice in actual teachers. They agree 

that professional autonomy, authority and responsibilities of classroom teachers must 

increase greatly. 

 

Teachers do not see teaching as their choice of career. National polls 

conducted in Canada show that teaching is not the first choice of as much as a third 

of the teaching force (Fullan, 1993). Teachers do not regard teaching as a 

professional career.  

 

One indication of the degree of professionalization of a field to which the 

methods and procedures employed by members of a profession are based on a body 

of theoretical knowledge and research. In second language teaching, teacher 

education programs typically include a knowledge base, drawn from linguistics and 

language learning theory and a practical component, based on language teaching 
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methodology and opportunity for practice teaching. In principle, knowledge and 

information from such disciplines as linguistics and second language acquisition 

provide the theoretical basis for the practical components of teacher education 

programs. 

 

One interpretation of the development of second language teaching in the 

past twenty years or so is that a substantial degree of professionalization has taken 

place. Thus, the theoretical basis of the field has moved from the study of phonetics 

and grammatical theory – once considered a necessary basis to launch a student into 

a career as a language teacher – to include the study of pedagogical grammar, 

discourse analysis, second language acquisition, classroom-based research, inter-

language syntax and phonology, curriculum and syllabus design and language  

 

These days, there is a hot debate on whether or not teacher education or 

training equips teachers for the realities of the classroom. Prospective teachers who 

receive an initial or pre-service education at universities say that they get too much 

theory that is irrelevant and a waste of time. Many professors of education, especially 

in the social science disciplines, argue that students get too little theory and are not 

interested in developing a solid grounding in theories of education and teaching. 

Most seem to agree that the integration of theory and practice is a desirable goal. Yet, 

future teachers have difficulty in linking theory and practice. 

 

Teacher education or training programs can not prepare student teachers for 

their career. Therefore, failure in ELT will be inevitable. The goal is to design a 

quality teacher education curriculum and carry out a variety of activities that make 

the professional and staff development continuum a reality and that link classroom 

and teacher development with school development by coordinating and focusing the 

efforts of industry.  

 

Teacher development is a very recent issue. Nevertheless, there has been 

much discussion recently of the need for teachers’ development to be continuous 

from initial training throughout their careers. It is also widely argued that most 
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professional development programs fail and cannot satisfy teachers’ needs. For this 

reason, there is an urgent need for reforms and changes in both in the preparation of 

teachers and teacher learning.  

 

Underhill (1988: 11) criticizes the way how teachers approach to 

professional development: “Now that I am qualified, my professional education is 

over”. Indeed, when s/he has obtained a degree in ELT, s/he feels that s/he has 

reached professional competence, which requires no further education. 

Consequently, professional development is defined as the sum total of formal and 

informal learning experiences throughout one’s career from pre-service teacher 

education to retirement. The impact of professional development depends on a 

combination and opportunity to learn. 

 

Professional development or teacher learning in Turkey seems to have been 

neglected by teachers at schools or universities. While progressive universities can 

keep up with the latest developments, traditional universities can not keep pace with 

the changes. This research will give us a chance to see whether or not universities 

have a teacher development policy or provide teachers with refresher courses.  

 

Classrooms and schools become effective when quality and qualified people 

are recruited to teaching and the workplace is organised to stimulate and reward 

accomplishments. The two are intimately related. Professionally rewarding 

workplace conditions attract and retain good people. This policy will probably lead 

teachers to provide “good teaching” or “best practice” or reflect their good-quality 

education on learners.  

 

Quality initial or pre-service teacher education and professional or teacher 

development complement each other. Teacher education, or teacher as learner, from 

day one, must be thought of as a career-long proposition. Teacher education or 

teacher development is a continuum of learning. Teacher development and school 

development must go hand in hand. You cannot have one without the other. 
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The 2000s represent a crucial time in teacher development and hence 

prospects for reform. What happens by way of selection and teacher development 

during this period and its immediate aftermath at universities will determine the 

success or failure for the next half century. Teacher education is an opportunity and a 

crisis of enormous proportion. 

 

1.3 Statement of Research Question 

 

It is widely argued that policy-makers, administrators and lecturers at 

universities are not content with foreign language policy. Educators and policy-

makers even in developed states have been in search of a perfect way to teach a 

second or foreign language. The dissatisfaction with the quality of education is the 

starting point for this research. 

 

1. What are the effects of models of initial teacher education on practising or 

serving and prospective teachers of English at universities? 

2. How satisfied or content are instructors of English with their pre-service 

teacher education? 

3. What are the effects of models of professional or teacher development or 

teacher learning on practising and prospective teachers of English at 

universities? 

4. What are teachers’ attitudes towards teacher development? 

 

1.4 Purpose of the Research 

 

The aim of this research is to determine instructors’ satisfaction with their 

initial education, models of pre-service education and their attitudes towards teacher 

learning or development.  
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1.5 Importance of the Research 

 

Instructors of English are at the heart of foreign or second language learning 

and teaching. Needless to say, they are the key to success or failure in this process. 

For the past two decades, English either has become the medium of instruction or has 

been included in the curriculum as a compulsory course at universities in Turkey.  

 

However, the results of instruction have never been satisfactory. This has 

led policy-makers and teacher educators to evaluate initial teacher education 

programs and renew them. Traditional models of teacher education cannot satisfy the 

needs of prospective or future teachers’ needs. Therefore, this research will analyse 

both traditional and progressive teacher education models so as to propose a model 

for pre-service education.  

 

One other reason for the failure of foreign language teaching and learning is 

that once instructors of English receive a degree in ELT, they feel that learning is 

over. Actually, most of the teachers have a negative attitude towards professional or 

teacher development, having graduated from university with a degree in ELT.  

   

              As for the summary of this thesis, chapter 1 introduces second or foreign 

language teacher education, statement of problem and importance of the issue. 

 

Chapter 2 discusses related studies in second or foreign language teacher 

education. We approach to this issue from a historical perspective as teacher 

education has been receiving enormous attention since the 1990s. 

 

Apart from this, we examine the questions which underpin a teacher 

education curriculum: how do teachers learn to teach, and how do models of teaching 

influence LTE design? This chapter considers human learning in terms of four views 

of the person and their implications for LTE. Each perspective throws light on a 

particular dimension of the complex process of learning to teach, respectively the 

behavioural, the personal, the cognitive and the social.  
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We also outline some research findings on learning to teach, following the 

life history of a teacher: from student-teacher on an initial teacher education (ITE) 

programme to new teacher; to established teacher with a secure personal expertise in 

language teaching. 

 

In addition, some general perspectives on LTE design and issues of the 

approach are presented. We relate models of teaching to LTE objectives and suggest 

features of language teaching that should inform an LTE design. This chapter also 

considers the two intellectual traditions that underlie differing views of teaching and 

teacher expertise, traditions which respectively focus on external and internal 

dimensions of knowledge. 

 

Moreover, we discuss aspects of ITE design and implementation. In this 

chapter, we comment on two fundamental issues: preconditions in design and the 

need for coherence in programme structure and learning activities and discuss three 

challenging roles: input, supervision and assessment. 

. 

Furthermore, we consider what a competent teacher is. The requirements 

teachers should satisfy, standards they must set and domains of professional 

knowledge they are supposed to acquire do play an important part in becoming an 

effective teacher as well as expertise, capability and experience. 

  

Besides this, we examine professional or teacher development. Continuous 

development of all teachers is the cornerstone for improvement.  Professional 

development and university development are inextricably linked. This means that 

teacher development not only depends on individuals, but also on the teachers and 

administrators with whom s/he works with. 

 

Also, we discuss whether teaching is a profession or not. How, when and 

under what conditions do teachers work?    
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In addition, we look at the way in which continuing professional 

development can be provided for teachers through in-service education, both school-

and university-based and we make suggestions for future developments. 

 

On top of that, we examine models of teacher or professional development. 

Continuous development of all teachers is the cornerstone for improvement and 

reform. Professional development and university development are inextricably 

linked. This means that teacher development not only depends on individuals, but 

also on the teachers and administrators with whom teachers work with. 

 

Last but not least, we look at initial teacher education and professional 

development at Turkish universities, depending on the results of the questionnaire. 

 

Chapter 3 examines the way how the research has been carried out. Method 

of the research, number of participants, venues where the questionnaire has been 

conducted, reliability and validity. 

 

Chapter 4 shows the implementation, analysis and evaluation of the 

questionnaire conducted at universities. 

 

Chapter 5 indicates general conclusion, contributions to education and 

suggestions or recommendations.  
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CHAPTER II 

 

RELATED STUDIES 

 
2.1 Second Language Teacher Education 

 

Although people have been learning to teach languages for a very long time, 

very little attention has been paid to understanding how those learning processes 

actually unfold or the knowledge and experience what underlie them. Most of what is 

done in language teaching and in language teacher education is based on conventions 

that define disciplinary knowledge (linguistics, psychology, and various other fields) 

as the foundation for what language teachers should know and therefore what they 

should do in their classrooms. These academic traditions spring more from the need 

to articulate a professional identity for language teachers than any solid, inquiry-

derived understanding of what people need to know in order to teach languages or 

how they learn to do what they do as language teachers. 
 

Like any form of education, teacher education is based on the notion that 

some type of input is introduced or created, which then has an impact on the learner. 

Further, input can be examined for what it is, its content and for how it is introduced 

or created, the processes used, and for the impacts or outcomes it generates. This 

tripartite organization of what is taught, how and to what effect can serve as a basic 

organizing frame to examine educational input. However, it is important to note that 

some research on classroom teaching has raised complications with casting content 

and process-or subject-matter and teaching method-as independent of one another, by 

pointing out that from the students’ perspective the content or the lesson and how it 

is presented are often largely inseparable. Nevertheless, this tripartite structure of 

content, process and outcome continues to be a useful way of thinking about input in 

teacher education source of a personal theory to underpin our teacher training must 

arise from our conception of what the process of education and particularly educating 

teachers, is all about.  
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The distinction is frequently made between so-called training and 

development where training serves to fill an immediate need such as what to teach 

tomorrow, while development is concerned with more long-term aims such as 

enhancing the ability to learn and develop throughout one’s career. In the broader 

learning context such a distinction is similar to that made between learning and 

education. Education is concerned with educating the whole person to enable him or 

her to meet the demands of a world of continuous and unpredictable change. This 

involves an ability to think flexibly, to solve problems and deal thoughtfully with 

unpredictable demands, as well as developing as a whole person. Learning, on the 

other hand, involves the acquisition of a particular skill which is useful in the here 

and now, or knowledge which is relevant for the moment but may not have broader 

educational value. The important point is that our personal philosophy and the beliefs 

that we hold about educating people will influence our practices in teacher education. 

Education can never be value free.                  

      

Second Language Teacher Education as Shifting Construct 

 

Second language (L2) teacher education describes the field of professional 

activity through which individuals learn to teach L2s. In terms commonly used in the 

field, these formal activities are generally referred to as teacher training, while 

those that are undertaken by experienced teachers primarily on a voluntary, 

individual basis, are referred to as teacher development. On the other hand, teacher 

education refers to the sum of experiences and activities through which individuals 

learn to be language teachers. Those learning to teach - whether they are new to the 

profession or experienced, whether in pre- or in-service contexts - are referred to as 

teacher learners. 

      

The shifting ground of terminology has plagued L2 teacher education for at 

least the past thirty years. The four-word concept has tended to be an awkward 

integration of subject-matter (second language) and professional process (teacher 

education). In this hybrid, the person of the teacher and the processes of learning to 

teach have often been overshadowed. As the relative emphasis has shifted, the focus 
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among these four words has migrated from the content, the ‘second language’, to the 

person of the 'teacher’, to the process of learning or ‘education’, thus capturing the 

evolution in the concept of L2 teacher education in the field. Until the latter half of 

the 1980s, the emphasis was on L2 teacher education. Primary attention was on the 

contributions of various academic disciplines - e.g. linguistics, psychology and 

literature - to what made an individual an ‘L2 teacher’. 

      

By 1990, some in the field had begun to argue that it was important to 

examine how people learned to teach languages and therefore, the emphasis began to 

move to the relationship between L2 as the content or subject matter and teacher 

education comprising the complementary processes of teacher training and teacher 

development (Freeman, 1982). Richards and Nunan (1990) helped to mark this 

change in perspective and supported this view: 

 

      The field of teacher education is a relatively under-explored one in both 
second and foreign language teaching. The literature on teacher education in 
language teaching is slight compared with the literature on issues such as methods 
and techniques for classroom teaching. (Richards and Nunan, 1990: xi) 

 

Defining the content and processes of teacher education presents a major set 

of issues. Understanding how people learn to teach and the multiple influences of 

teacher-learners’ past experiences, the school contexts they must enter and career 

paths they will follow present an equally critical set of research and implementation 

concerns (Freeman and Richards, 1996). Linking the two, as must be done to achieve 

fully effective teacher education interventions, is a third critical area of work.     

 

Developments in Teacher Education 

 

Teacher education in the late 1980s and 1990s has been marked by a re-

evaluation of the role of theory in initial teacher education. The re-evaluation has 

been fuelled, on the one hand, by research findings that student-teachers discern little 

of relevance in the theories presented on university courses to their everyday 

classroom experience (Kagan, 1992), and on the other, by arguments that as a 

practical activity teaching is best learnt in the classroom. 
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The trend of UK government policy in the 1990s has also been to downplay 

the importance of theory, stress the value of the practical, and call for a stronger 

classroom-based element in initial teacher training. Thus, in 1992, legislation was 

introduced requiring trainees to spend more time in schools-up to two thirds on a 

PGCE secondary school training course. It also called on school teachers to play a 

leading role in the training process, in partnership with university-based tutors. 

 

At first sight, the one-month TEFL training courses seem to mesh well with 

these developments. After all, they are highly practical courses, they equip trainees 

with classroom routines, and they get trainees into classrooms quickly - the place 

where they can best acquire their craft skills. The clinching argument in favour of the 

one-month courses - outweighing their limitations, or so it is sometimes presented - 

is that they are a stepping stone to subsequent post-experience professional 

development in the form of the Diploma course. 

 

On closer inspection, however, some of these putative merits turn out to be 

less secure. Take, for instance, the notion that the one-month course is the first step 

on a longer road of professional development, and that it conforms to sound 

principles in placing practical training before post-experience theory and reflection. 

In fact, the reality here diverges considerably from the ideal. Roberts (1998) 

estimates that only about 10 % of CELTA / CTEFLA graduates actually go on to 

obtain the Diploma. A considerable number, perhaps the majority, leave TEFL 

teaching within a few years, having used the certificate for purposes of foreign travel. 

Further numbers remain in ELT but gain no additional qualifications. For these 

people, initial training is the only training they will ever receive. 

 

Again, the ideal and the reality diverge when one looks closely at what 

happens when certificate-holders enter their first teaching post. In the ideal world a 

one-month training course, followed by an induction period involving constructive 

supervision, support and mentoring would conform nicely to current theorizing about 

best practice in initial teacher education. It would also match well with the 

aspirations of the CELTA syllabus. Roberts (1998: 95) states: 
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      A pass is awarded to candidates whose performance overall in the teaching 
practice and on the written assignments meets the specified criteria. They will 
continue to need guidance to help them to develop and broaden their range of 
skills as teachers in post. 

 

In practice, however, professional support to teachers in their first post is 

variable and is not complete. And where it is weak, the inherent limitations of the 

one month courses-for example, the lack of time to develop in trainees a conceptual 

apparatus for reflecting on and learning from, their classroom experiences - can be 

made worse. The result is that while many somehow muddle through and grow 

professionally, a few do not. From the standpoint, then, of these not uncommon 

circumstances, there is room to doubt whether a one-month course is an optimal 

initial preparation for EFL teaching. 

 

The Gap between Teacher Education and Teacher Learning 

 

It is ironic that L2 teacher education has concerned itself very little with 

how people actually learn to teach. Rather, the focus has conventionally been on the 

subject matter - what teachers should know - and to a lesser degree on pedagogy - 

how they should teach it. The notion that there is a learning process that under-girds, 

if not directs, teacher education is a very recent one (Freeman and Johnson, 1998). 

There are many reasons for this gap between teacher education and teacher learning. 

Some have to do with the research paradigms and methods that have been valued and 

used in producing our current knowledge. In the case of teacher education, these 

paradigms raise questions about how teaching is defined and studied in education 

and how teacher education links to the study of teaching. Other reasons have to do 

with history. In the case of L2 teacher education, these reasons have raised the issue 

of how the so-called ‘parent’ disciplines of applied linguistics - cognitive and 

experimental psychology - first language acquisition (L1) have defined what 

language teachers need to know and be able to do. Still other reasons have had to do 

with professionalism and attempts to legitimize teaching through the incorporation 

research-driven, as contrasted with practice-derived, knowledge to improve teaching 

performance. 
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Teacher Education from Knowledge Transmission to Knowledge 

Construction 

 

In general terms, however, it is fair to say that teacher education has been 

predicated on the idea that knowledge about teaching and learning can be transmitted 

through processes of organized professional education to form individuals as 

teachers. This knowledge has been broadly defined as consisting of subject matter 

and pedagogy. From this standpoint, pre-service teacher education programs provide 

teacher-learners with certain knowledge – usually in the form of general theories 

about language learning, prescriptive grammatical information about language and 

pedagogical methods – that will be applicable to any teaching context. Learning to 

teach has meant learning about teaching, usually in the context of the teacher 

education program, and then actually doing it in another context. The bridge to 

practise has come in observing teachers and in practising classroom teaching 

(Johnson, 1996). Teacher-learners then eventually develop their own effective 

teaching behaviours over time in other classroom contexts during their first years of 

teaching. 

 

There are many problems with this knowledge-transmission view (Freeman, 

1994). Principally, it depends on the transfer of knowledge and skills from the 

teacher education program to the classroom in order to improve teaching. Thus, this 

view overlooks the fact that the teacher learning takes in on-the-job initiation into the 

practices of teaching. Further, it does not account for what practicing teachers know 

about teaching and how they learn more through professional teacher education than 

they receive in-service during their careers. 

 

Since the 1980s, teacher education has moved from this view of knowledge 

transmission to one of knowledge construction in which teacher-learners build their 

own understanding of language teaching through their experience by integrating 

theory, research and opinion with empirical and reflective study of their own 

classroom practices (Tharp and Gallimore, 1988). 
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Background and Research 

 

For many reasons, there has tended to be very little substantial research in 

teacher education, both in education and in the field of language teaching. From the 

1960s to 1980s, the process-product paradigm which dominated educational research 

focused researchers on how specific classroom or curricular processes generated 

particular learning outcomes or products. In language teaching throughout the 1970s, 

process-product research combined behaviourism to emphasize a view of teaching 

that focused on activity and technique. Effective classrooms were those in which 

teachers successfully applied learned behaviours to condition their students’ mastery 

of language forms. Teacher education, if it was thought of at all, was viewed as a 

technicist undertaking of transmitting knowledge to modify teachers’ classroom 

behaviours and thus improve student learning. Indeed, most teacher preparation in 

language teaching concentrated on literature; little attention was paid to classroom 

pedagogy. Thus, L2 teacher education was in many senses an invisible undertaking, 

unframed by its own theory and undocumented by its own research. 

 

The questions at stake are substantial: 

• What is the nature of teaching and of teachers’ knowledge? 

• How is it most adequately documented and understood? 

• How is it created, influenced or changed through the interventions of teacher 

education? 

 

Therefore, there have been two ongoing debates in teacher education over 

the past two decades. First, there has been the issue of how to study the process itself 

and the content being learned through it, which has raised issues of an appropriate 

variety in research paradigms, methodologies and what is valued as formal 

knowledge. Second, there has been the question of participants and settings and how 

these influence or even shape what is taught and learned in teacher education. 

Zeichner (1998: 5) in a review of teacher education research in general education 

notes: 
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      Although there were hundreds of studies reported which sought to assess the 
impact of training teachers to do particular things, very few researchers actually 
looked at the process of teacher education as it happened over time and at how 
teachers and student teachers interpreted and gave meaning to the pre-service and 
professional development program they experienced. 

 

The same can be said, if not more so, for teacher education in L2s. 

 

              Understanding Teaching as the Research Base for Teacher Education 

Research in teacher education has depended, with increasing explicitness, 

on research on teaching. To put it simply: how you understand teaching will shape 

how you educate others to do it. Process-product research, which defined teaching as 

behaviour, clearly played a role in the improvement of teaching. However, many 

contended that it also overlooked and even down-played, the individual experiences 

and perspectives of teachers. Process-product research tended to generate abstract, 

de-contextualized findings which reduced teaching to quantifiable sets of behaviours. 

Thus, it did not engage with the inherent messiness of classroom teaching and 

learning. There was also a political problem, within this research tradition; 

definitions of teaching and teachers’ professional knowledge were determined not by 

practitioners, but by people outside the classroom. For researchers, the aim was to 

abstract teaching from contextual variables of place and time, and thus to improve its 

respectability through the use of positivist science. To this end, research focused on 

teaching as discrete behaviours which could be distanced from the contexts within 

which they occurred. It thus ignored the perspectives of the teachers who were 

carrying out the very teaching practices under study. For disciplinary advocates, 

research issues centred on the fledgling professional knowledge base of L2 teaching 

and on the role of literature and of language competence for teachers who were not 

teaching their mother tongue. 

 

The tension between practitioners and researchers, which could be termed 

‘colonialist’, fuelled changes in research paradigms and agendas in education. In the 

mid-1970s new directions in research started to surface which sought to describe the 

cognitive processes teachers used in teaching. Variously labelled thoughts, 

judgments and decisions, these processes were examined for how they shaped 
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teachers’ behaviours, interactions and curriculum (Clark and Peterson, 1986). In this 

interpretative or hermeneutic research paradigm, teachers were assumed to conduct 

their work in thoughtful, rational ways, drawing on contextual information about 

their students, curriculum, school cultures, policies, which was filtered through their 

own beliefs, judgments and values. Even with this shift in emphasis, however, 

teachers themselves were minimally included in these research and documentation 

processes. In fact, the research focused on finding conceptual models of teacher 

thinking that could be used in educating new teachers “to perceive, analyze and 

transform their perceptions of classroom events in ways similar to those used by 

effective teachers” (Clark and Peterson, 1986: 281). 

 

By the mid-1980s, this field, known as teacher cognition, which sought to 

examine the thought processes that teachers used in planning and carrying out their 

lessons, had become more fully established. It is probably not surprising that 

researchers found classroom teaching to draw on a much wider and richer mental 

context than the simple, direct links between behaviours and thinking (known as pre-

active and interactive decisions). Qualitative and ethnographic research studies 

which focused on what teachers did in their classrooms showed them engaging in 

complex thinking and interpretation as they taught their students in their classrooms. 

In general, this research presents what teachers know about teaching as largely 

socially constructed out of their experience as well as the settings in which they 

work. Teachers are seen to use their knowledge in classrooms in interpretive and 

socially negotiated ways. This knowledge is not static, but it is continually reshaped 

by the classrooms and schools in which they are working. 

 

Role of Input: Teacher Education Strategies 

 

Teacher education is based on the notion that some type of input is 

introduced or created which then has an impact on the learner. Further, input can be 

examined for what its content is and for how it is introduced or created, the processes 

used, and for the impacts or outcomes it generates. This tripartite organization of 

what is taught and to what effect can serve as a basic organizing frame to examine 
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educational input. However, it is important to note that some research on classroom 

teaching has raised complications, with casting content and process – subject-matter 

and teaching method – as independent of one another, by pointing out that from the 

students’ perspective the content or the lesson and how it is presented are often 

largely inseparable. Nevertheless, this tripartite structure of content, process and 

outcome continues to be a useful way of thinking about input in teacher education. 

      

In the case of L2 teacher education, content and process combine to create 

two broad strategies for input: teacher and teacher development. In teacher 

development, the content is generally defined externally and transmitted to the 

teacher-learner through various processes. Outcomes are assessed on external, often 

behavioural evidence that the learner has mastered the content. In a typical 

postgraduate program, for example, the faculty defines the curriculum which teacher-

learners must master. Often, this content will include course input on language, on 

learning and on learning     

         

In contrast with teacher development, the content generally stems from the 

teacher-learners who generate it from their experience. Thus, the processes engage 

teacher-learners in some of sense-making or construction of understandings and the 

impacts of teacher development are usually self-assessed through reflective practices. 

Typical teacher development activities can include teacher study groups, practitioner 

research or self-development activities. 

 

As can be seen in Table 2.1, there are several misconceptions that surround 

these two strategies. First, they are often presented as dichotomous and mutually 

exclusive, which they are not. Both training and development depend on information 

which is external to teacher-learners, which then incorporate through internal 

processes into their own thinking and practice. The distinction is rather one of 

emphasis and balance. In training, the information usually originates from sources 

external to the teacher-learners (e.g. lectures, presentations, readings, 

demonstrations). In development, the information is often externalized from the 

teacher-learners’ experiences through collaborative work, reflective processes and so 
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on. A second misconception is that training and development are often couched in 

sequential terms. Although it is true that the training tends to be a pre-service 

strategy, while development blend the two. Finally, the nomenclature is not strictly 

applied, so people may speak of being ‘teacher trainers’ when in fact as teacher 

educators they use both strategies. It is useful to preserve teacher education as the 

super-ordinate term, within which teacher training and teacher development can fit as 

complementary and integrated strategies. 

 

Table 2.1 

Teacher training development (Robertson, 1996: 77) 

 ‘what’ content ‘how’ process ‘To what effect’ 

impact/outcome 

 

Teacher 

training 

Defined externally/ 

usually determined beforehand/ 

providing access to knowledge 

base 

Transmitting 

knowledge and 

skills/organizing 

access to new 

content 

 

Externally 

assessed bounded/ 

often drawing on 

publicly 

demonstrated 

 

In common External process of 

presentation/articulation triggers/ 

internal process of incorporation 

 Use leads to 

usefulness 

Teacher 

development 

Usually generated through 

experience determined by/in 

relation to self-reported 

participants 

 

Sense-making, 

using articulated 

experience to 

construct new 

meanings 

Self-assessed 
open-ended/ 
often using  
self-reported 
evidence                  

 

 

 

 

Role of Prior Knowledge: Before Formal Education Begins 

 

The notion that prior knowledge plays a role is a relatively recent one. 

Teacher education has conventionally been framed as a behavioural undertaking in 
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which teacher-learners are to master the new knowledge and skills to which they 

have been introduced, usually through training strategies. In this view, teacher-

learners themselves are seen as blank slates, with no pre-existing ideas about 

teaching and learning. For example, the apprenticeship of   observation or this sort of 

experiences usually shapes teachers’ conceptions of their work in critically important 

ways. The implications are that as teacher-learners, even beginning teachers bring 

ideas or beliefs about the nature of the work, about what teaching is or should be, 

about what students are capable of. The role of teacher education then becomes one 

of reshaping existing ideas rather than simply introducing new raw material. 

 

This view of prior knowledge has been slow to influence the practice of 

teacher education, however, for two reasons. First, there is the complicated task of 

describing what teacher-learners’ prior knowledge is and the forms it may take. 

Proposals have included such constructs as personal practical knowledge, beliefs, 

values and conceptions of teaching. Since such knowledge is internal, there can be no 

definitive way of labelling it, thus competing constructs will continue to exist. 

Having determined that prior knowledge exists and having tried to label it, however, 

the second issue then becomes a pedagogical one: how to influence or reshape it 

(Kennedy, 1991). Here teacher education is struggling to re-conceive its educational 

processes so that they encompass and draw on what teacher-learners may already 

know about teaching (Johnson, 1999). 

 

In L2 teacher education, research by Bailey (1996) showed that the extent to 

which teacher-learners’ autobiographies can be integrated into course work in order 

to articulate their prior knowledge as a basis for learning. Similarly L1 strategies of 

cognitive apprenticeship – of learning to think as practicing teachers do – work 

actively through case studies, questionnaires, problem-solving and portfolios and 

other techniques to draw on teacher-learners’ beliefs and conceptions of teaching. 

The challenge lies in helping teacher-learners to articulate their prior knowledge, 

then in creating substantially meaningful events in their teacher education that can 

transform that knowledge and finally in supporting the teacher-learners as they carry 

these fledgling new ideas into classroom practice. To this end, programs and courses 
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need to gather both training and development strategies effectively so that teacher-

learners can make sense of what they already know and yet not be constrained by 

their prior values, beliefs and conceptions of the work. 

 

Role of Institutional Context: Teacher Education in Place 

 

Acknowledging the existence of prior knowledge in teacher education has 

led directly to serious reconsideration of the role of institutional contexts in learning 

to teach. Clearly teacher-learners’ ideas about teaching stem from their experiences 

as students in the context of schools; similarly, their new practices as teachers are 

also shaped by these institutional environments. The question is ‘what is the role of 

schools in learning to teach’? In general, little attention has been paid to how the 

socio-cultural forces and values in these institutional environments can shape, 

impede, encourage or discourage new teachers. Pre-service teacher education has 

treated schools as places where teacher-learners go to practice teaching in internships 

and eventually to work. Classrooms, students and schools have been seen as settings 

in which teacher-learners can implement what they are learning or have learned in 

formal teacher education. From a pre-service standpoint, these assumptions and 

misconceptions have been rarely tested since teacher-learners leave their programs 

and go on to teach with relatively little formal feedback on the validity of the 

connection. 

 

In the context of in-service teacher education, however, the role of the 

institution has been much more central. As researchers have looked at what made 

certain schools more effective than others, attention shifted to the role of institutional 

context and its relation to teacher education practices. The conventional notion of 

turning theory into practice begs the question of how the socio-cultural environments 

of schools can mediate and transform such input as teacher-learners act on it. 

Unfortunately, the vast majority of in-service teacher education continues to operate 

within this knowledge-transmission perspective, to be prescriptive and top-down, 

using highly directive training strategies such as school and district-mandated 

workshops, re-licensure courses and activities, professional upgrading and the like. 
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There are, however, exemplars of school-based work which counteract this 

image. Projects which engage an entire school - or academic department in 

rethinking and reworking all aspects of its work or ones which link schools and 

tertiary teacher education institutions in what are known as professional development 

schools – tend to adopt a systemic approach to educational change (Fullan, 1982). 

These initiatives are predicated on the notions that teacher education interventions, 

particularly in-service ones, must be part of a wider strategy of educational change if 

they are to achieve their goals. This view of systemic change holds that  

 

     no single, discrete entity can be fully understood apart from the complex 
whole of which it is an integral part. The whole provides the context without 
which our knowledge of the part is necessarily limited (Clark, 1987: 64).  
 

Thus, educating teachers, whether pre-or in-service must be seen within the 

context of schools and the social processes of schooling (Freeman and Johnson, 

1998). 

 

Role of Time: Teacher Education over Time 

 

If schools as institutions provide teacher education with a context in space, 

teacher-learners’ personal and professional lives offer a similar context in and 

through time. Prior to the work of Lortie (1975) and others, the notion of teachers’ 

professional life spans was not a major concern (Huberman, 1993).  Berliner (1987 

and others served to establish the concept of professional development throughout a 

teacher’s career. Furthermore, it is widely accepted that there are definite stages in 

the development of knowledge and practice which could inform teacher education 

practices. It is clear that at different stages in their careers, teachers have different 

professional interests and concerns. For example, novice teachers tend to be 

concerned with carrying out their images of teaching by managing the classroom and 

controlling students. Then, it will be sensible to focus professional support and in-

service education on these concerns. Likewise, expert teachers tend to concern 

themselves with the purposes and objectives of their teaching and how they may be 

accomplishing them. Thus, in-service teacher education which draws on 
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development strategies of reflection, self-assessment, inquiry and practitioner 

research may be more suited for these learners of teaching.  

      

These tensions – in time between specific needs and broad professional 

development, in place between the school and the teacher education institution and in 

knowledge between what teacher-learners believe and what they should know – will 

always be central in the provision of teacher education. However, the more providers 

of teacher education can account for time, place and prior knowledge in their 

program designs, the more successful these programs are likely to be. 

 

 

2.2 Models of Initial Teacher Education 

 

There has been much controversy about how teachers learn to teach and 

how models of teacher education influence language teacher education design. The 

four models of the person and their implications for language teacher education 

(LTE) help to provide English teachers with a very effective teacher education. The 

four models of the person which underpin different descriptions of human learning 

have consequences for the objectives, content and process of teacher education 

because they suggest different models of the teacher: what a teacher is, what s/he 

knows and how s/he learns. After Roth (1990) these models are summarized as 

follows: 

• Person as input-output system: learning as determined by external 

influences, as in behaviourist learning theory: all behaviour can be explained 

in terms of general laws which explain connections between input (via the 

senses) and output (behaviour); human behaviour can be predicted under 

certain well defined external conditions. 

• Person with self-agency: the person is an autonomous and self-determining 

agent; individual experience motivates action. 

• Person as constructivist: the person functions as a cognitive or intelligent 

system, developing increasingly differentiated representations of the world 
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which frame our perceptions and actions; learning involves ongoing 

reconstruction of these representations. 

• Person as social being: our behaviour is determined by social rules in our 

relations with others and in the norms we follow to achieve acceptance by 

others. However, our actions are not wholly socially determined: we can 

choose the groups we wish to associate with and can impose a personal style 

on our roles. 

 

Each perspective throws light on a particular dimension of the complex 

process of learning to teach, respectively the behavioural, the personal, the cognitive 

and the social. We argue that each dimension needs to be integrated for LTE to be 

effective. We also relate notions of reflective teacher education to these views of 

human learning. 

 

Model Based Learning and Teacher Education 

 

A teacher-education course based on behaviourist principles will define 

content as an inventory of discrete behavioural skills presented in the form of visual 

or written models. In process, it will try to shape learner-teachers to conform to a 

model. Two aspects of teacher education directly based on this view will be 

considered: classical micro- teaching and competency- based teacher education 

(CBTE). We will also consider the traditional apprenticeship approach to teacher 

education, which pre-dates behaviourism but which also bases professional education 

on imitation of models. 

 

              Classical Micro-Teaching 

Micro-teaching is in no sense a substitute for any kinds of professional 

experience. Rather it takes place along a cline of professional learning experiences of 

which supervised teaching practice is probably the most important. 

 

Micro-teaching is now a well established and highly valued teacher 

education model. This is perhaps because it occupies a key place in the cline of 
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activities which allow for safe experimentation as a means of developing 

professional action. 

 

It was introduced at Stanford University in 1963 as a preparation for school-

based teaching practice. In a microteaching program a single model of a target 

behaviour is presented and student-teachers’ behaviour is then shaped to match it by 

means of observation, imitation and reinforcement by feedback. To enable step-by-

step learning, teaching skills are defined in lists of precise behavioural competencies 

to specify learning objectives and serve as assessment criteria.  

 

Competencies are practiced in scaled-down micro settings (a small number 

of learners, a short period, a limited teaching objective, a focused skill) are assumed 

then to transfer to the more complex conditions of the classroom.  

 

How microteaching is implemented will, to some extent, depend on whether 

the underlying philosophy relates to the applied science approach or the reflective 

approach. It will also depend on other factors such as what is understood by the term 

‘skill’ as well as administrative and resource constraints.  

 

The original development of microteaching as a teacher-training model at 

Stanford University was very much in the applied science tradition. The theoretical 

basis for the Stanford approach was related, at any rate initially, to the psychological 

theory of behaviourism. 

 

This is made very explicit by Wallace (1991) in which he relates the 

microteaching program to immediate feedback, reinforcement, shaping and similar 

Skinnerian concepts. For example, “Through successive approximations and 

corresponding reinforcements, the intern’s teaching behaviour gradually achieves 

acceptable standards” (1991:141).  
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The theory, therefore, was that the experts would specify the skills of good 

practice. This would be conveyed to the trainees during their briefings. The trainees’ 

behaviour would then be shaped until they reached criterion.  

      

How knowledge of professional action is developed in microteaching 

reflects acquiring both received knowledge and experiential knowledge (Schön, 

1983: 270). This presents a new insight into teacher training.” Student-teachers 

should be provided with opportunities to learn certain skills, techniques and 

strategies. 

 

In Figure 2.1 therefore, we have a model for a cline of learning contexts, 

allowing for varying degrees of safe experimentation. What are the various stages 

along the cline? 

 

 
                         Figure 2.1 

 Cline of learning contexts (Wallace, 1991:88) 

 

Microteaching traditionally has four stages: 

1. The briefing: This is the stage at which the trainee is given oral or written 

information      on the skill she is to practice and the way it is to be done. 

2 The teach:    This is when the trainee actually teaches the micro lesson. Sometimes 

the trainee teaches real students, and sometimes her fellow trainees (peer teaching). 

Where possible, the lesson is video taped. 

3. The critique: This is the stage at which the trainee’s micro lesson is played back, 

discussed, analyzed and perhaps evaluated  
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4. The re-teach: In this stage, the trainee practices the same skill again in the light of 

the discussion in stage 3. 

               

              Competency-Based Teacher Education 

The notion of teacher competencies originated in the definition of 

behavioural skills but has been broadened to include aspects of knowledge and more 

complex pedagogic actions. 

 

A dominant trend in teacher education in the USA through the 1970s, CBTE 

was an essentially objectives-driven approach to LTE, characterized by its ‘reliance 

on objectives specified in advance and known to the learner’ (Houston, 1987: 89). 

This was seen to provide clear expectations for student teachers; to link theoretical 

principles to practice; and to allow a degree of individualization (Furlong and 

Maynard, 1995). 

 

A weakness of the movement is that ‘almost no basic definitive research 

was conducted to prove or disapprove its effectiveness’ (Houston, 1987: 89). 

However, it has been widely adopted in the USA and more recently in UK state 

systems, in part because it meets bureaucratic and political demands for objective, 

testable standards of training and institutional accountability. As Houston (1987: 91) 

observes, “… as with many issues, the ultimate positions of individuals and 

institutions were taken on political rather than educational grounds”.  
 

There is a close similarity between CBTE and practically orientated LTE in 

which objectives are defined in terms of learning activities and observable teaching 

skills. 

 

Craft Approach 

Craft/apprenticeship-based teacher education shares the view of teacher-

learning as essentially imitative in process and model-based in content. The craft 

model of professional education prevailed in traditionalist initial teacher education 

(ITE) design in the UK until the 1950s. 
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In this model, as shown in Figure 2.2, the wisdom of the profession resides 

in an experienced professional practitioner: someone who is an expert in the practice 

of the craft. The young trainee learns by imitating the expert’s techniques and by 

following the expert’s instructions and advice. (Hopefully, what the expert says and 

does will not be in conflict.) By this process, expertise in the craft is passed on from 

generation to generation. This is a very simple model and may be represented thus: 

 

 

Study with 

‘master’ 

practitioner: 

demonstration/ 

instruction 

  

 

   Practice 

  

 

Professional competence 

               

                         Figure 2.2 

Craft model of teacher education (Wallace, 1991: 6) 

 

As in CBTE, objectives were model-based, but they were not framed as 

precise competencies: they were implicit, represented by the craft knowledge of the 

supervising teacher. In fact, in most cases, practical language teacher education 

(LTE) objectives were not defined at all (Stones and Morris, 1972). 

 

A craft model may be appropriate where resources are limited or where 

there is an undersupply of teachers: school-leavers can be trained cheaply by 

apprenticeship in school rather than by entry to higher education institutions. It is 

also consistent with a conservative culture: if a stable society values seniority and 

tradition, then it might well promote apprenticeship as a valid form of initial teacher 

education (ITE). 

 

School-based ITE could be implemented in different ways according to 

different approaches. For instance, a prescriptive apprenticeship model of learning 

could be applied to such a structure. However, partnership/internship schemes 
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commonly assume that integration and partnership should enable students to test 

theory and practice against each other and thereby develop their personal theories 

and practical skills in concert (Haggerty, 1995: 47). 

 

The main principles of craft model can be summarized as follows: 

• a master or expert; 

• an apprenticeship or trainee; 

• a hierarchical and essentially static model; 

• power of established personal authority; 

• does not allow for the possibility of a trainee making contributions of his or 

her own to the process. 

 

              Criticisms of Model-Based Teacher Education 

Objections to behaviourist learning theory in general, to ITE based on 

behaviourist theory (classical micro-teaching and behavioural CBTE) and to 

traditionalist ITE (craft/apprenticeship) tend to be mutually consistent. They criticize 

their reliance on imitation as a learning process and the behavioural prescriptive 

definition of teaching (McIntyre, 1988). 

 

The literature on effective teaching suggests that it is not possible to identify 

a single set of practices, behaviours or strategies as effective: there is no one best 

way to teach. Effective learning can be produced by various combinations of 

characteristics and conditions (Peterson, 1995: 43). Therefore prescriptive 

assessment criteria based on a limited set of classroom strategies cannot encompass 

all the ways of teaching effectively. It follows that “because there is no one standard 

in which effective teaching can be evaluated, diversity in which teaching styles is to 

be advocated” (Braskamp, 1980: 63). 

 

Criticisms of imitation as a learning process in LTE are as follows: 

• training to enact behaviours fails to address the appropriate use of these 

behaviours: skill lies in knowing when and with which students to use a 

‘behaviour’ such as peer correction or mime; training should therefore 
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complement skill practice with the analysis of classroom situations and 

choices teachers make; 

• exposure to a single model of teaching perpetuates the fiction that there is one 

best way to teach, prevents exposure to alternative teaching strategies and the 

exploration of the conditions under which these alternatives might be 

appropriate; 

• behavioural imitation fails to develop planning and self-evaluation skills; 

• model-based training ignores individual differences in student teachers’ 

beliefs, values and experiences; 

• the craft knowledge of the master teacher is built from his past experience 

and it may become obsolete if the goals of language instruction change; 

• model-based training is inflexible: it only equips teachers for the conditions 

assumed by the initial training; if circumstances or curriculum objectives 

change and the ITE routines cease to be appropriate, teachers may lack the 

tools to cope with new teaching demands; 

• modelled teaching behaviours may not transfer to culturally different settings 

because their meaning is not the same  (e.g. strong eye-contact between 

teacher and student may signal attention in one culture but defiance in 

another 

 

Model-based training may send a teacher away with some initial confidence, 

but s/he is liable to run into situations where the techniques do not work, so s/he is 

left naked in the classroom. Learner teachers are all different, and ultimately they 

will all have to work in uncertain situations in ways that suit them as a person, with 

no master trainer there to pull the strings. 

 

Clearly there is a need for skill training, but it need not depend on single 

methods and learning by imitation. It should be complemented by activities to 

develop self awareness; awareness of learners’ perspectives; and monitoring and 

evaluation skills 
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There is no necessary conflict between personal development and the 

provision of classroom skill practice so long as it is accompanied by the development 

of observational and analytic skills and is presented through multiple exemplars, not 

single models. To respect individual differences in perceptions and in rates of 

development, these activities are best accompanied by broadly based and flexible 

assessment and the approach to assessment. 

 

It should be noted that model-based LTE imposes a directive role on 

supervisors: “to direct and inform the teacher, model teaching behaviours and 

evaluate the teacher’s mastery of defined behaviours” (Gebhard, 1990: 56). 

 

Humanistic Psychology: Person with Self-Agency 

 

A core feature is its emphasis on self-agency and personal change that is 

enabled but not directed by others. It arose as a reaction against prevailing positivist 

approaches in psychology and psycho-analysis. Indeed its development cannot be 

separated from emancipatory and mould-breaking social movements in the USA and 

Europe in the late 1950s and the early 1960s. It viewed behaviourism and 

experimental psychology as deterministic and one-dimensional. It also reacted 

against the strongly deterministic view of ‘psycho-analysis “that people are driven by 

sexual and aggressive impulses and unconscious ideas that they cannot consciously 

control” (Slife and Williams, 1995: 32). 

      

Humanistic psychology emerged in the 1950s with the formation of the 

American Association for Humanistic Psychology (whose founders included Rogers, 

Maslow and Kelly). It stood for ‘an orientation to the whole of psychology’ (AAHP, 

1962: 2) with an interest in: 

 

      Topics having little place in existing theories and systems e.g. love, creativity, 
self-growth ... self actualization, higher values, being, becoming, spontaneity, 
play, humour, affection, naturalness, warmth... autonomy, responsibility... (AAHP 
from Roth, 1990: 419) 
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Essential humanistic concepts are: 

• each person is unique and is a whole; 

• we each have an innate potential for a fully developed self; 

• that self is essentially good; 

• we know intuitively what we need for our own growth; 

• we have self-agency, that is we can exercise individual choice to determine 

our own personal growth; 

• healthy development is enabled by “mankind’s tendency to actualize himself, 

to become his potentialities ... to express and activate all the capacities of the 

... self which awaits only the proper conditions to be released” (Rogers, 1961: 

351); 

• the psychologist should work from a person’s perceptions of self and of the 

world, not from the outsider’s point of view; 

• three conditions support the self-actualizing person: 

            - the freedom to pursue our development and to make our own choices; 

- to meet the most basic of our needs, such as safety, before higher needs      

such as self-actualization can be fulfilled; 

- to connect with and act on our true needs and feelings, rather than be pushed   

by   others into behaving in ways that deny them. 

               

Principles and Objectives of Humanistic Psychology 

From the perspective of Rogers (1982) systems of model of human 

behaviour, the primary emphasis of humanistic education is on the regulatory system 

and the affective/emotional system. The development of these systems is often 

overlooked in our present education system. The regulatory system acts as a filter for 

connecting the environment and internal thoughts to other thoughts or feelings as 

well as connecting knowledge and feelings to action. The affective/emotional 

system, colours, embellishes, diminishes or otherwise modifies information acquired 

through the regulatory system or sent from the cognitive system to action. In our 

present environment of constant change and uncertainty, the development of the 

knowledge, attitudes and skills is especially important. 
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There are five basic objectives of the humanistic view of education: 

1. promote positive self-direction and independence (development of the 

regulatory system); 

2. develop the ability to take responsibility for what is learned (regulatory and 

affective system); 

3. develop creativity (divergent thinking aspect of cognition); 

4. curiosity (exploratory behaviour, a function of imbalance or dissonance in 

any of the systems; 

5. an interest in the arts (primarily to develop the affective/emotional system). 

 

According to Rogers (1982) some basic principles of the humanistic approach that 

were used to develop the objectives are: 

• Students will learn best what they want and need to know. 

• Knowing how to learn is more important than acquiring a lot of knowledge. 

• Self-evaluation is the only meaningful evaluation of a student’s work. 

• Feelings are as important as facts. 

• Students learn best in a non-threatening environment or emotionally safe 

environment. 

 

Humanistic Theory and Language Teacher Education 

 
Humanistic theory recognizes the autonomy and individual needs of the 

person (Rogers, 1982). It argues that learning must be internally determined, rather 

than externally controlled as in model-based approaches to education. Therefore, it 

views positive teacher-learner relationships as necessarily co-operative, with the 

teacher serving to facilitate development   and not to control it as if s/he were a 

master puppeteer. 

 

A comparable view has emerged in teacher education (TE), including the 

following features: 

• recognition of the need to respect teachers’ personal autonomy when system-

wide change is introduced in the curriculum (Elliot, 1991); 
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• adaptation of counselling models to intervention with experienced teachers 

(Day, 1987); 

• partnership relationships between supervisors and student teachers in ITE 

(Turney, 1982); 

• the notion of ITE as process of self-realization (Smyth, 1987) 

• a recognition of the emotional dimension to personal changes and therefore of 

teachers’ needs for support (Rudduck, 1991). 

 

The humanistic perspective has also complemented conventional TE 

syllabuses by highlighting the need for skills which enable self-directed 

development. These would include, for example, self-assessment and working 

effectively in groups. It is now widely recognized that LTE should provide teachers 

with the tools for further independent development both in award-bearing courses 

and in other forms of LTE. 

 

Humanistic theory has stimulated considerable innovation in English 

language teaching. Perhaps its influence can be explained by the shift in language 

acquisition theory in the 1970s from behaviourist to broadly constructivist views of 

language learning in which the concept of a natural sequence of language acquisition 

suggested that a teacher could not determine its course by means of formal plans and 

structured teaching of form. This was because of the learners’ tendency to “interpret 

the teacher’s version of the original plan to make it their own” (Breen, 1987: 166). 

As a result, the teacher’s role should be to support the self-determining learner in a 

process of joint implementation and review. This view of a teacher as collaborating 

with learners who determine the course of their own learning is consistent with 

humanistic values and constructivist theory. 

 

It also seems that some language teachers have been particularly receptive 

to humanistic notions of warmth, openness and wholeness (Stevick, 1990). Perhaps 

this was a reaction against the mechanical and impersonal nature of audio-lingual 

methods, based as they were on the logic of behaviourist learning theory. 

Furthermore, as language teaching is a skill subject, many teachers have come to 
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recognize that feelings, relationships and language use are inseparable or as Cogan 

(1995: 3) puts it: “Language teaching is essentially concerned with the mediation of 

interpersonal communication through language. It is about relating to people and 

helping learners to relate effectively with other people in another language”. 

 

Humanistic values have influenced teacher education in ELT. Apart from 

the influence of humanistic models of teaching, it is possible that a widespread lack 

of in-service teacher education (INSET) provision by employers, in the private and 

state systems, has promoted teacher self-help groups and the expectation of self-

directed learning for which humanistic theory offers a good framework. Thus, there 

are many instances of ELT teacher education influenced by humanistic perspectives, 

including Gebhard (1990), Freeman (1990), Woodward (1992) and Edge (1992). 

 

Humanistic Approaches 

 

Humanistic approaches emphasize the importance of the inner world of the 

learner and place the individual’s thoughts, feelings and emotions at the forefront of 

all human development. These are the aspects of the learning process that are often 

unjustly neglected, yet they are vitally important if we are to understand human 

learning in its totality. 

 

The most well-known proponent of the psychic viewpoint was Sigmund 

Freud whose theories about human emotional development have had a powerful 

influence on the development of clinical psychology and psychiatry across the world, 

but less apparent influence on educational psychology. A notable exception, 

however, has been the work of Erik Erikson, who made an outstanding attempt to 

draw together Freud’s views on human psychosexual development into a theory 

based on stages of development throughout a human’s life with important 

implications for personal, social and emotional development. 

 

             Erikson’s theory (1963) is important to educators for a number of reasons. 

Firstly, it provides a life-span view of psychology which helps us to recognize 
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learning and development as lifelong rather than restricted to a particular phase of 

one’s life. At the same time, by focusing on important tasks at different stages of a 

person’s life, it enables us to see that real-life learning involves challenges which 

often require a particular kind of help from others who are in the position of 

providing this help, if we are to meet them successfully. It also presents learning as a 

cumulative process whereby our resolution of one set of life tasks will have a 

profound influence upon how we deal with subsequent tasks. In addition, education 

is viewed as involving the whole person, the emotions and feelings; it does not 

involve merely transmitting pieces of knowledge. 

 

Human behaviour has been explained by some psychologists in terms of 

meeting basic needs. We experience certain drives to meet these needs and we are 

driven to act in particular ways in order to reduce these drives. Perhaps the best 

known exponent of this idea was Abraham Maslow (1987), who suggested a 

hierarchy of needs (Table 2.2). 

Table 2.2 

Maslow’s hierarchy of human needs (Maslow, 1987: 185) 
 

STAGE                                                PERSONAL                                       ORGANISATIONAL 

5 Self-actualisation Realisation of real self Realisation of professional self 

4 Esteem Need for self-respect 

1. Personal worth, adequacy, 

competence 

2.Respect, admiration, recognition 

in eyes of others 

Need for professional respect 

1.Personal feeling of professional 

worth 

2.Professional respect of others 

3.Belongingness and love Part of group 

Need for people 

Concept of a team 

Worthwhile relationships with 

peers 

2.Safety Physical safety 

Safety from injury – physical and 

emotional 

Competence levels which provide 

safety from assault from 

pupils/parents/managers 

1. Physiological Food, warmth, shelter, water, 

sleep, sexual fulfilment 

Professional home base 

Regular routine plus able to relate 

pupils/peers on a secure basis 
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Maslow’s theory of personality and motivation can help us here. It is both 

relevant in general terms and appropriate to teaching. Maslow’s view of the levels of 

need and related these to self (personal) and to the role of teacher 

(organizational/task) are shown above. 

 

It is our view that physiological and safety needs are just as essential within 

the role of teacher as they are when seen in personal terms. As a teacher you need to 

feel secure. You need to be safe in your knowledge and skills, and not under threat. 

Similarly, just as a person needs to feel that she belongs in the sense of family or 

group, so too within the school’s organization there is a group, including students, 

colleagues, senior staff, advisers and administrators, which represent the professional 

family. Maslow also helps us to see that learners should be encouraged to think 

(cognitive needs) and not be penalized for being different and creative (aesthetic 

needs). Classroom tasks should be challenging and encourage curiosity in order to 

help learners realize their full potential. There is an important lesson here for those 

who seek to impose a rigid structure on the content and process of education (on 

what should be taught and how). Maslow sees one of the primary functions of 

education as enabling learners to develop as individuals in their own right and 

thereby achieve self-actualization.  

 

             Rogers (1969) identified a number of key elements of the humanistic 

approach to education. Beginning with the premise that human beings have a natural 

potential for learning, he suggested that significant learning will only take place 

when the subject matter is perceived to be of personal relevance to the learner and 

when it involves active participation by the learner, i.e. experiential learning. 

Learning which is self-initiated and which involves feelings as well as cognition is 

most likely to be lasting and pervasive. 

 

Moreover, when there is a perceived threat to the learner’s self-image, 

resistance to learning is likely to occur. Independence, creativity and self-reliance are 

most likely to flourish in learning situations where external criticism is kept to a 

minimum and where self-evaluation is encouraged. The most socially useful kind of 
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learning to prepare learners to cope with the demands of the modern world is 

learning about the process of learning itself, a continuing openness to experience and 

a preparedness to become involved in the process of change. 

 

      The only man who is educated is the man who has learned how to adapt and 
change; the man who has realized that no knowledge is secure; that only the 
process of seeking knowledge gives a basis for security.  (Rogers, 1969: 104) 

 
Rogers suggests that this kind of learning best takes place in an 

atmosphere of ‘unconditional positive regard’. This can best be established 

when teachers come to see their learners as clients with specific needs to be met. 

Within such a relationship it is essential that the teacher conveys warmth and 

empathy towards the learner in order to establish a relationship of trust. 

 

Adopting a humanistic approach to teaching also brings back into focus our 

question of what makes any learning experience truly educational. From this 

perspective, learning experiences are seen to be of limited educational value unless 

they have an impact upon the human condition. This offers a counterbalance to the 

kind of criticism which is sometimes levied against formal educational systems, i.e. 

that they treat people as objects and act towards them as if they were interchangeable 

units, therefore, leading to alienation and a decreasing sense of self-worth. As Pine 

and Boy express it, 

 

      Our best preparation for an evolving society is helping students face the future 
with confidence in their own abilities and with a faith that they are worthwhile 
and important members of whatever culture they might find themselves in (Pine 
and Boy, 1977: 47).  

 

Implications of the Humanist Approach 

 
Hamachek (1977) provides some useful examples of the kind of educational 

implications that follow from taking a humanistic approach. First, every learning 

experience should be seen within the context of helping learners to develop a sense 

of personal identity and relating that to realistic future goals, i.e. learning should be 

personalized as far as possible. This is in keeping with the view that one important 
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task for the teacher is differentiation, i.e. identifying and seeking to meet the 

individual learner’s needs within the context of the classroom group. 

 

Second, in order to become self-actualizing, learners should be helped and 

encouraged to make choices for themselves in what and how they learn. This again is 

in sharp contrast to the view that the curriculum content for every child of a similar 

age should be set in ‘tablets of stone’ so that any informed outsider may predict what 

is happening in any classroom at one particular time. From a humanistic perspective, 

such a scenario will be seen as representing indoctrination rather than education. 

 

Third, it is important for teachers to empathize with their learners by getting 

to know them as individuals and seeking to understand the ways in which they make 

sense of the world, rather than always seeking to impose their own viewpoints. 

Hamachek holds “Humanistic education starts with the idea that students are 

different and it strives to help students become more like themselves and less like 

each other” (Hamachek, 1977: 149). 

 

Rogers (1982) has a number of helpful suggestions to make about the 

implications of taking such an approach. First, it is important to provide optimum 

conditions for individualized and group learning of an authentic nature to take place. 

Within this there is a need to foster both a sense of freedom and a counterbalancing 

sense of responsibility, a point which is often missed by those who misunderstand 

the full implications of humanistic teaching. Thus, from a humanistic perspective, a 

learning experience of personal consequence occurs when the learner assumes the 

responsibility of evaluating the degree to which he or she is personally moving 

toward knowledge instead of looking to an external source for such evaluation. 

 

Humanistic Approach in ELT 

 
Humanistic approaches have had a considerable influence on English 

language teaching (ELT) methodology. Stevick (1976) saw a need for a humanistic 

approach to language teaching as a response to what he saw as ‘alienations’, which 
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were accountable for failure in modern language teaching; alienation of learners from 

materials, from themselves, from the class and from the teacher. 

      

A number of different language teaching methodologies have arisen from 

taking a humanistic approach, the main ones being the silent way, suggestopedia and 

community language learning. These three methodologies have a number of things in 

common. First, they are based more firmly on psychology than on linguistics. 

Second, they all consider affective aspects of learning and language as important. 

Third, they are all concerned with treating the learner as a whole person and with 

whole-person involvement in the learning process. Fourth, they see the importance of 

a learning environment which minimizes anxiety and enhances personal security.  

 

However, rather than seeing what humanism has to offer to ELT as one or 

other of these fringe methods, we see the value of humanism in language learning as 

informing and enhancing the teacher’s practices in a variety of ways, no matter what 

methodology the teacher is following. 

 

To summarize the points made so far, humanism has a number of messages 

for the language teacher: 

• create a sense of belonging; 

• make the subject relevant to the learner; 

• involve the whole person; 

• encourage a knowledge of self; 

• develop personal identity; 

• encourage self-esteem; 

• involve the feelings and emotions; 

• minimize criticism; 

• encourage creativity;  

• develop a knowledge of the process of learning; 

• encourage self-initiation  

• allow for choice; 

• encourage self-evaluation. 
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These maxims link well with a communicative classroom and can be a 

powerful influence on the design and execution of purposeful tasks for language 

learning. 

 

One important outcome of the humanistic approach to learning has been the 

growing recognition of how vital each individual’s search for personal meaning 

becomes in the learning process. Thus, another task for the teacher is to help learners 

establish a strong sense of personal values. 

 

In addition, there are a variety of ways teachers can implement the humanist 

view towards education. Some of these include: 

• Allow the student to have a choice in the selection of tasks and activities 

whenever possible. 

• Help students learn to set realistic goals. 

• Have students participate in group work, especially cooperative work, in 

order to develop social and affective skills. 

• Act as a facilitator for group discussions when appropriate. 

• Be a role model for the attitudes, beliefs and habits you wish to foster. 

Constantly work on becoming a better person and then share yourself with 

your students. 

 

One important contribution of humanistic education to ELT is facilitative 

teaching. According to Rogers (1982), teachers who are highly facilitative tend to 

provide more: 

• response to student feeling; 

• use of student ideas in ongoing instructional interactions; 

• discussion with students (dialogue); 

• praise of students; 

• congruent teacher talk (less ritualistic); 

• tailoring of contents to the individual student’s frame of reference 

(explanations created to fit the immediate needs of the learners); 

• smiling with students. 
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              Critique 

We suggest that, in the context of LTE, five features of humanistic theory 

should be questioned: 

• the ethics of self-agency;  

• the reliance on one’s inner feelings as a guide for action; 

• the relevance of therapeutic models to non-therapeutic situations;  

• a focus on the individual abstracted from society; 

• appropriacy to cross-cultural settings. 

      

The first issue is related to a more general questioning of an individualist 

social philosophy. Critics argue that the lack of any construct within humanistic 

theory to prevent out-and-out selfishness suggests that “there seems to be a clear 

warrant for seeking our own satisfaction” (Slife and Williams, 1995: 36); and that 

morality or any other common standards become entirely relative and individualist. 

This criticism is apparently supported by Maslow’s comment that in healthy, self-

actualized people “the dichotomy between selfishness and unselfishness disappears 

altogether” (Maslow, 1987: 149). However, both Maslow and Rogers would reject 

the criticism on grounds that people are fundamentally good and will show a concern 

for the autonomy of others as for themselves. 

      

The second criticism questions tacit personal knowing as a sound basis for 

personal choice. Inner resources alone may not be enough: there may be gaps in a 

person’s knowledge and experience, or blind spots about themselves. In such a case, 

others are needed to make the person aware of these gaps and help them to find the 

knowledge they need. We need feedback to learn whether it is formal and from a 

supervisor or informal and from peers. 

      

Then, one can question whether a theory developed to account for client-

therapist relationships transfers wholesale to other kinds of social relationship, in 

particular where the client is well and does not have the same needs as one who is 

unwell. For example, Cogan (1995) has pointed out that in many cases (such as in 

ITE courses) learner-teachers require constructive feedback and a clear indication of 
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the criteria by which performance is being judged: critical challenge, a framework of 

expectations and feedback are needed, as well as support. However, it is clear that in 

certain provider roles, such as process leader, humanistic theory provides a relevant 

and helpful framework. 

      

Humanistic theory proposes ‘self-agency’ (Curran, 1976: 124) as the means 

to personal development. We would argue that this inherently individualist model of 

the person does not take sufficient account of the social aspects of teacher work. 

School culture imposes norms of behaviour and ways of relating to others, which 

teachers cannot ignore, and therefore, a teacher’s development cannot be abstracted 

from her social setting (Richards and Lockhart, 1994). 

      

Language teacher education (LTE) typically takes place in cross-cultural 

settings. Therefore, providers need to be sensitive to possible mismatches between an 

ethic of self-realization and the beliefs of learner-teachers who might find 

individualism inconsistent with their view of themselves as members of schools and 

the community. Learner self-determination is consistent with a pluralist and 

individualistic culture and would therefore be in head-on conflict with group-

orientated school culture, where good teachers and good learners are expected to 

maintain group cohesion rather than to assert personal needs or idiosyncratic styles 

of work (Richards and Lockhart, 1994: 98-100). 

     

However, the humanistic perspective offers us vital insights into teacher 

learning. Above all, it reminds us that in all situations and especially in formal 

learning (attended by change and risk as it is), it is essential for learners to feel 

valued. It also tells us that change interventions in LTE need to start from a 

sympathetic understanding of the identity and perceptions of the teacher as s/he is. 

When we consider teacher development at any stage, it is essential to take into 

account the whole person: their personal history and emotional and interpersonal 

world as well as the technical and public aspects of their role. 
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To conclude, we suggest that the teacher learning can not be understood 

only in terms of self-agency, important as it is to value the individuality and 

autonomy of teachers and to recognize the emotional aspects of personal change. 

One has to take into account the public face of teaching, the social imperatives that 

act on us all. As Bell and Gilbert (1996: 68) put it, rather than absolute self-

determination, ‘learners as developing people have partial agency’. Thus, a teaching 

identity develops through exchange between our personal theories and self-concept 

on the one hand and the demands of our social and occupational context on the other. 

Every seedling carries a predetermined inner make-up and a drive to develop. 

However, the shape and size of the adult plant derives from its context: the rain, sun, 

wind and space it needs to grow. 
 

Person as Constructivist 

 

Williams and Burden (1997: 2) define the content of constructivism as 

follows: The core principle of constructivism is that people “will make their own 

sense of the ideas and theories with which they are presented in ways that are 

personal to them … (and that) each individual constructs his or her reality”. 

      

Similarly, Richardson (1997) points out: 
 
      Constructivism is concerned with how we construct knowledge. How one 
constructs knowledge is a function of the prior experiences, mental structures and 
beliefs that one uses to interpret objects and events. Constructivism does not 
preclude the existence of an external reality; it merely claims that each of us 
constructs our own reality through interpreting perceptual experiences of the 
external world. 

      

Piaget’s work on child development originated constructivist models of 

human thinking, in that: ‘central to Piaget’s theory is the development of 

representations of behaviour, and of the world and its objects (Roth, 1990: 93). In 

Piaget’s theory, mental representation or construction is the means by which we 

internalize knowledge and perceive the world. 
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Chomsky’s demolition of behaviourist language acquisition theory marked a 

decisive shift from behavioural to cognitive perspectives on learning. (Chomsky, 

1959) The adequacy of a cognitive model of language acquisition encouraged 

researchers in other fields and contributed to the cognitive revolution of the 1960s 

and the predominance of constructivist models of learning in contemporary 

educational thinking (Salmon, 1995). 

      

Constructivism consists of a family of theories based on the notion that we 

operate with mental representations of the world which are our knowledge and which 

change as we learn: ’All learning takes place when an individual constructs a mental 

representation of an object, event or idea’ (Bell and Gilbert, 1996: 44). This view 

indicates that all learning involves relearning, reorganization in one’s prior 

representations of the world: ’There is no intellectual growth without some 

reconstruction, some reworking’ (Dewey, 1938: 64). 

     

A constructivist view suggests the following learning cycle: 

• the person filters new information according to his or her expectations and 

existing knowledge of the world; 

• s/he constructs the meaning of the input; 

• this meaning is matched with her prior internal representation relevant to the 

input; 

• matching confirms or disconfirms existing representations; 

• if there is a match, then s/he maintains the meaning as presently constructed  

(assimilation); 

• if there is a mismatch, she revises her representation of the world to 

incorporate the new information (accommodation). 

 

Thus, learners actively construct and test their own representations of the world and 

then fit them into a personal framework. New inputs and experiences may affect the 

person’s construction of the world in two different ways. If they interpret the input to 

fit with their existing knowledge, then they are engaged in assimilation. If they revise 

their knowledge to take the input into account, they are involved in accommodation. 
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Therefore, when teachers ‘misinterpret’ training inputs, often they are assimilating 

them into their prior ways of thinking. 

      

Our constructions of reality determine our expectations, mediate our 

experience and set parameters to our subsequent learning. Therefore, a constructivist 

view of LTE will see an intervention (such as classroom experience, a lecture on 

learning theory or a peer observation) not as a model or as a ‘bolt-on’ additional bit 

of content, but as an experience which we select from and construe in our own way. 

Change occurs as we accommodate new information, as confirmed or challenged by 

our interactions with other people.  

    

Constructivist Learning 

 

Constructivist learning has emerged as a prominent approach to teaching 

during this decade. The work of Dewey, Montessori, Piaget, Bruner and Vygotsky 

among others provides historical precedents for constructivist learning theory. 

Constructivism represents a paradigm shift from education based on behaviourism to 

education based on cognitive theory. Fosnot (1996) provided a recent summary of 

these theories and describes constructivist teaching practice. Behaviourist 

epistemology focuses on intelligence, domains of objectives, levels of knowledge 

and reinforcement. However, constructivist epistemology assumes that learners 

construct their own knowledge on the basis of interaction with their environment. 

Four epistemological assumptions are at the heart of what we refer to as 

constructivist learning. 

 

• Knowledge is physically constructed by learners who are involved in active 

learning. 

• Knowledge is symbolically constructed by learners who are making their own 

representations of action. 

• Knowledge is socially constructed by learners who convey their meaning 

making to others. 
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• Knowledge is theoretically constructed by learners who try to explain things 

they do not completely understand.  

 

Constructivism’s central idea is that human learning is constructed, that 

learners build new knowledge upon the foundation of previous learning. This view of 

learning sharply contrasts with one in which learning is the passive transmission of 

information from one individual to another, a view in which reception, not 

constructivism, is key.             

      

Basically, to a constructivist, learners are all individuals who will bring a 

different set of knowledge and experiences to the learning process and will make 

sense of the world and the situations they are faced with in ways that are personal to 

them. From a constructivist viewpoint, learning is not conceived of as the acquisition 

of predetermined knowledge or skills to be measured according to some external 

standard. Rather, it is concerned with learners constructing their knowledge or 

understandings in ways that are to them so that what they learn has personal 

significance. As a result, every learner will learn something different, and what is 

known will depend on who is doing the knowing. 

      

What learners do when they learn is to raise their existing knowledge into 

their consciousness and map new information onto their schemata, thereby 

constructing new meanings that are personally significant. A theory of learning 

therefore is concerned with the ways in which learners organize and change their 

own behaviour and understandings to produce changes in themselves which they 

value and which have meaning to them. 

 

Constructivism is an epistemology, a learning or meaning-making theory, 

which offer an explanation of the nature of knowledge and human beings learn. It 

maintains that individuals create or construct their own understandings or knowledge 

through the interaction of what they already know and believe and the ideas, events 

and activities with which they come in contact. Knowledge is acquired through 

involvement with content instead of imitation or repetition. Learning activities in 
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constructive settings are characterized by active engagement, inquiry, problem 

solving and collaboration with others. Rather than a dispenser of knowledge, the 

teacher is a guide, facilitator and co-explorer who encourages learners to question, 

challenge and formulate their own ideas, opinions and conclusions. Correct answers 

and single interpretations are de-emphasized (Fosnot, 1996). 

 

Traditional approaches allow teachers to fill students with deposits of 

information and store these deposits. Therefore, they are labelled ‘didactic, memory-

oriented transmission models’. Constructivists generally maintain that when 

information is acquired through transmission models, it is not always well integrated 

with prior knowledge and is often accessed and articulated only for academic 

occasions such as exams. Constructivist approaches, in contrast, are regarded as 

producing greater internalization and deeper understanding than traditional methods. 

 

Constructivism and Teacher Education 

 

The shift from model-based to constructivist frameworks in LTE is nicely 

exemplified in Griffiths’ (1977) reinterpretation of classical micro-teaching. He 

recognized that learning by means of micro-teaching could be explained in terms of 

conceptual development arising from input, skill practice and personal experience, 

rather than behavioural change resulting from efficient shaping. He adopted an 

explicitly constructivist model to account for learning by microteaching: 

 

• Before entering microteaching programs, each student has distinctive, complex 

conceptual schemata relating to teaching. 

• There are large individual differences in these conceptual schemata, but large 

areas of commonality may also exist through the embedding of these schemata 

with the ideologies of teaching subjects. 

• The conceptual schemata show a high degree of stability, but gradual change 

can occur through the acquisition of new constructs and principles from 

instruction and experience. 
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• Students’ conceptual schemata to a large extent control their teaching 

behaviour, and changes in teacher behaviour result from changes in schemata.                                   

(Griffiths, 1977: 194) 

 

In other words, beneath the visible behavioural tip of student teacher learning, there 

lies the reality of the iceberg. 

      

This view suggests certain changed emphases in micro-teaching and by 

implication in Teacher Education (TE) in general: 

• Constructivism recognizes the personal differences between each learner-

teacher (LT), located in their ways of seeing; 

• learning lies in the conceptual development which determines behaviour 

change, not only in behaviour itself; 

• feedback should focus on the thinking and the perceptions of the LT, as well 

as their actions; 

• LTs can learn by developing their perceptions (e.g. by structured observation) 

as well as skill training; 

• models can be used for exemplification and analysis and not merely for 

imitation; 

• the LTs’ ability to recognize and analyze effective teaching becomes part of 

the micro-teaching syllabus. 

 

These principles can be applied to specific activities and also to the structure 

of whole programs where course structure enables student-teachers to develop their 

thinking by integrating experience and skill practice with observation, analysis of 

context, self-awareness and the analysis of links between theory and classroom 

events. 

      

The implications of the ‘person as constructivist’ view in ITE can be 

summarized as follows: 

• it anticipates LTs’ diverse expectations of and responses to the course itself 

(Haggerty, 1995); 
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• it accepts that one has to work from the personal theories which each student 

brings to a course; 

• it justifies space in the curriculum to develop self-awareness and also explore 

each student’s interpretations of input and their own classroom experiences; 

• student-teachers’ thinking is likely to be influenced by knowledge of 

learners’ perspectives (Kagan,1992); 

• it suggests that novices may benefit from sharing the thinking of effective 

teachers to enrich their own thinking. 

      

In the case of experienced teachers’ learning, a constructivist view suggests 

that their perceptions and beliefs are progressively reinforced by teaching experience, 

becoming increasingly central to their view of themselves as they become confident 

in meeting role demands.  

 

Despite the centrality of knowledge in both cognitive and constructivist 

views of learning, the importance of knowledge in teacher education is controversial. 

Under challenge is the applicability of theoretical knowledge to the complex and 

everyday practical concerns of teachers. Kessels and Korthagen (1996: 17-22), for 

example, dispute the relevance to teacher education of abstract knowledge derived 

from systematic research on classrooms. They argue that “the problem with such 

knowledge is that it is universal and that the type of knowledge needed to be a good 

teacher is knowledge of particular situations and contexts”.  

      
In their view, the problems with universal knowledge are threefold. First, it 

must be moderated by practical, contextual knowledge in order to be applied in any 

given specific situation. A second problem is that in any given context, the 

particulars of the case rule over principles. ’All practical knowledge is context-

related, allowing the contingent features of the case at hand to be, ultimately, 

authoritative over principle’. The final problem is in the different ways decisions 

based on the two types of knowledge can be justified. With scientific knowledge, 

justification derives from principles and explanatory models. An action can be 

judged right or wrong based on an evaluation of the relevant evidence. 
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An essential companion task to documenting knowledge changes in teacher 

candidates is to link those changes to program experiences. Constructivist principles 

of learning do not automatically engender principles of teaching (Gelman, 1994). 

Learners construct meaning on their own terms no matter what teachers do. Whether 

a teacher lectures about the different types of bacteria or has students culture bacteria 

and create their own key, students still construct their own individual and often 

idiosyncratic meanings about bacteria under each instructional format. In this sense, 

it is impossible for a teacher to be anything other than a constructivist. 

      

Constructivist theorists would maintain, however, that learning is better or 

more effective when teachers use constructivist-teaching methods like culturing and 

keying bacteria as opposed to lecturing about bacteria. Constructivist teaching 

typically involves more student-centred, active learning experiences, more student-

student and student-teacher interaction, and more work with concrete materials and 

in solving realistic problems (Shuell, 1996). Nevertheless, students still create their 

own meanings based on the interaction of their prior knowledge with instruction, and 

the meanings they make may not be the ones the teacher has had in mind, no matter 

how constructivist the instruction. Gelman (1994: 55) points out “Learners can and 

do find interpretations that differ from those intended by experts”. Teachers create 

constructivist learning experiences for students based necessarily on what they, the 

teachers, find salient. However, what is salient to the teacher is not necessarily so to 

the learner. 

      

That this is so in teacher education has been convincingly demonstrated by 

Holt-Reynolds (1994). She observed pre-service classes and then asked teacher 

candidates what they understood about those classes. The professor she observed 

emphasized the importance of using active teaching methods, stressing that the 

student passivity inherent in the lecture method was not conducive to learning. The 

candidates readily agreed that active teaching was important and that student 

passivity negatively impacted learning. Unfortunately, in reaching this conclusion 

they redefined passivity, maintaining that motivated students are actually actively 

listening during a lecture. Holt-Reynolds concluded: 
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      When pre-service teachers believe that teaching well depends rather 
exclusively on making  school work interesting, they reject as irrelevant parts of 
the course that focus on teaching students to use meta-cognitive strategies for 
reading to learn .... When they believe  that student effort is the salient factor 
contributing to success as a learner, they reject as irrelevant learning how to foster 
comprehension skills ... When they believe all students will be themselves - able 
learners a bit bored by school - they find little reason to learn how to analyze the 
demands inherent to subject matter texts ... When they believe that teacher telling 
– lecturing – is a primary vehicle for communicating teacher’s enthusiasm for 
subject matter, they react negatively to ideas for cooperative learning. (Holt-
Reynolds, 1994: 5) 

 

Within teacher education, as well as in other domains, then, the link between teacher-

designed learning environments and student outcomes is uncertain and unclear. 

 

Constructivist View of Teaching and ELT 

 

A constructivist model of language acquisition has strongly influenced 

language curriculum design. It is widely accepted that learners use their strategies 

and mental processes “to sort out the system that operates in the language with which 

they are presented” (Williams and Burden, 1997: 13). For example, comprehension 

is now conventionally seen as the mental representation of a text according to the 

person’s purpose, knowledge of the world, expectations of the discourse and 

linguistic knowledge. Comprehension-skill teaching now emphasizes the exploration 

of learner expectations and prior knowledge and reasonable interpretations of text 

(Williams and Moran, 1989) 

 

Similarly, constructivism views the learners’ inner representations of the 

language system, their ‘internal syllabus’, as mediating input and structuring and the 

course of language acquisition. Breen (1987:159) explicitly adopts a constructivist 

position to justify process-oriented syllabuses: 

 

      Mainstream second language acquisition studies assert the primacy of the 
learner’s inherent psychological capacity to acquire linguistic competence when 
this capacity acts upon comprehensible language input. They will superimpose 
their own learning strategies and preferred ways of working upon classroom 
methodology (i.e. the tasks the teacher sets, and the teacher’s own interventions). 

 

Thus, ELT has widely adopted constructivist views of language learning.  



 
 

 
 

58

Constructivism holds that, basically, there is never any one right way to 

teach. In considering what a constructivist approach offers to teachers, von 

Glasersfeld asserts: 

 

      Constructivism cannot tell teachers new things to do, but it may suggest why 
certain attitudes and procedures are counter-productive, and it may point out 
opportunities for teachers to use their own spontaneous imagination (1995: 177). 

 

Teaching, like learning, must be concerned with teachers making use of, or 

meaning from, the situations in which they find themselves. This approach to 

constructivism focuses on the individual meaning-making process. There is an 

assumption that students, such as those in pre-service teacher education, bring 

understandings into the classroom that need to be adjusted, added to or completely 

altered. The teacher’s role is to facilitate this cognitive alteration through designing 

tasks and questions that create dilemmas for students. 

  

Two quite different forms of constructivist teacher education are being 

advocated today. One form attempts to teach students how to teach in a particular 

constructivist manner. Often these approaches apply to the teaching of particular 

subject matters. Another form of constructivist teacher education involves working 

with teachers and pre-service students to help them understand their own tacit 

understandings, how these have developed and the effects of these understandings on 

their actions; and to introduce new conceptions and premises as potential alternatives 

to those held by the students (Harrington, 1996). The first form often involves 

considerable direct instruction in theory and practice. The second attempts to model a 

manner of involving students in investigations of premises and perspectives that it is 

thought may be used by the pre-service students when they begin to teach. 

     

Day (1997) claims that both forms of constructivist teacher education could 

present problems. When the teacher directly instructs teacher education students in 

Piagetian and constructivist theory and has in mind a particular approach to teaching, 

he or she models an approach to teaching that is contrary to the one that it is hoped 

the students will employ when they are teaching. On the other hand, the second form 

– the investigation of beliefs and presentation of alternative conceptions of teaching - 
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models an approach to constructivist teaching that may not be appropriate for the 

teaching of certain subject matters. The content of teacher education is teaching, that 

is, the nature of good teaching practice. The introduction of formal knowledge in 

constructivist teacher education happens in quite different ways than in the teaching 

of subject matter areas in which the students will eventually be engaged. This is 

particularly the case in the generic teaching courses or those that introduce the 

concept of teaching to the students. Thus, the modelling of a constructivist classroom 

by a teacher educator when the content is, for example, classroom organization, may 

not be a model that is appropriate to the constructivist teaching.  

      

The challenge for constructivist teacher educators is to develop an approach 

to teaching that does not contradict the content of the course - that is constructivist 

teaching – but acknowledges differences in the nature of constructivist teaching 

depending on the subject matter that is being taught. Day believes “This challenge 

will require considerable inquiry into the nature of constructivist teacher education 

and the effects on the way students think about teaching and eventually teach”. (Day, 

1997:10) 

 

            Characteristics of Constructivist Teachers 

• Consider yourself a learner as you join your students in search of new 

knowledge. 

• Encourage construction of knowledge through sensory and cognitive 

experiences by creating multiple fieldwork opportunities for students. 

• Create interdisciplinary learning environments that foster interplay among 

students, materials and ideas. 

• Bring together theory and practice by posing problems that merge the 

university and fieldwork experiences through exploration and reflection. 

• Centre learning and teaching around problems of current and emerge 

relevance posed by learners and teachers. 

• Design experiences that maximize ... students’ experiential learning and 

professional growth and invite them to re-evaluate their original suppositions. 
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• Encourage socially mediated learning supported by collaborative discourse 

with peers and teachers by creating multiple avenues for communication. 

• Provide outlets for reflection. The opportunity to reflect on one’s present 

suppositions in the context of new realities contributes to professional 

growth. 

• Adapt lessons and instructional strategies in response to students’ emerging 

needs. 

• Respect and encourage students’ points of view and evaluation. 

• Evaluate students authentically and in the context of teaching. 

• Become one of many resources that the student may learn from, not the 

primary source of information. 

• Engage students in experiences that challenge previous conceptions of their 

existing knowledge. 

• Encourage the spirit of questioning by asking thoughtful, open-ended 

questions. 

• Encourage and accept student autonomy and initiative. 

• Don’t separate knowing from the process of finding out (Kennedy, 1997). 

 

How Teachers Learn: from Constructivist Psychology 

• The location of teacher learning is within: it is determined by each person’s 

developing perception of herself as teacher, the teacher she is now and the 

teacher she wants to be. 

• Input (e.g. models of teaching, theories of language learning) is essential in 

learning to teach, but it is filtered and personalized by each learner-teacher. 

• Personal theories (about ourselves as teachers and about the nature 

classrooms) develop in a complex, evolutionary manner in response to 

incidents and experiences in our working life. 

• Our personal theories change as they are either confirmed or challenged by 

the reactions of others. It is for this reason that individual beliefs are 

orientated by social norms. 

• Very often shocks and surprises are needed for us to rethink our personal 

theories; change in assumptions will arise when we experience a gap between 
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what we hope to achieve and what we are achieving in class; or between what 

we think is going on and what we find is actually the case: the confrontation 

of discrepancy is the starting point for change. 

• Self-awareness (uncovering personal theories) is a prerequisite to change in 

established patterns of perception and behaviour. 

• Deep change in teachers will be accompanied by strong feelings, not all 

necessarily negative, but in need of expression and acceptance by others. 

• Providers need to understand how teachers and learners perceive their own 

experiences; the attainment of sociality is a condition for effective provider 

work (Kennedy, 1991). 

 

Person as Social Being 

 

In this section we consider LTE from the standpoint of social learning, 

where we ‘incorporate mental representations of other people and one’s own roles in 

life’ (which helps) ‘to explain the far from straightforward relationships between 

what happens and a person’s response. The rules imposed by society define the limits 

within which role behaviour can develop (Roth, 1990: 845). In other words, learning 

to teach is not a private journey, but it involves the adoption of a social role, a 

process of defining oneself as a teacher informed by our images of others and the 

traditional views of teaching available to us. For this reason, our social landscape 

intimately affects the nature of our development as teacher. 

 

Teacher learning cannot be explained simply in terms of personal cognitive 

processes. A major limitation of humanistic theory and of constructivism is that they 

tend to focus exclusively on individuals, whereas in learning to teach, each 

individual is developing a social identity so as to fulfil a significant public role. 

 

In the state sector, schools influence the life chances of students, spend 

public money, serve as a focus for political conflict, and provide a means for one 

generation to shape the next. In the ELT private sector, schools constitute a major 

service industry, and in many societies play a crucial role in helping students on to 
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career escalators. The teacher in either sector is an agent in key social processes. 

Therefore, in LTE we have to consider a social perspective on teachers’ work. It 

helps us understand how teaching, as all other occupations, is powerfully affected by 

society at large; what the particular attributes of the occupation are; how people enter 

it; how the occupational culture affects people who are part of it; and how social 

rules may affect socialization into teaching and the development of personal craft 

knowledge. To suggest this exchange between the person and context, Figure 3.3 

represents individual growth as an exchange between social forces within and 

beyond the school and the individual, his/her prior knowledge, expectations and 

values. An adequate view of teacher learning should recognize the interaction 

between internal development and the person’s social landscape. 

               

A social perspective helps us see that there is far more to learning to teach 

than picking up a toolkit of techniques and some specialist knowledge. It is a process 

of socialization, defined by Lacey (1977: 13) as: ’The process by which people 

selectively acquire the values and attitudes, the interests, skills and knowledge - in 

short the culture – current in groups to which they are, or seek to become, a 

member’. 
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Figure 2.3 

Influences on teacher behaviour and learning (Roberts, 1998: 37) 

 

Just as child socialization instils about self and social relationships in 

general, so socialization into teaching instils beliefs about the nature of the 

occupation and the knowledge needed for it: ‘Teaching cultures are embodied in 

work-related beliefs and knowledge teachers share – beliefs about appropriate ways 

of acting on the job and rewarding aspects of teaching’ (Feiman-Nemser and Floden, 

1990: 508). Similarly, in the ELT field, Richards and Lockhart (1994:30) have 

argued that “language teachers’ beliefs emerge from a complex of social and 

individual influences: experience as a student, development of craft knowledge 

through teaching experience, personality differences, public educational theories 

acquired from training courses or from reading”. They also provide illuminating 

examples of language teachers’ personal theories. 

 

A social perspective helps us to understand crucial influences on teacher 

learning: 

• the structural aspects of the occupation which determine its social status 

(Schön, 1983); 

Personal history, experiences, personal theories 
Self 

School

Community 
Government policy 

Wider economic/cultural/political forces 
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• the knowledge and attitudes which affect the receptiveness of student-

teachers to initial teacher education (ITE): the “pattern of orientations and 

sentiments” which mediate teacher development (Lortie, 1975: viii); 

• the norms enacted by school culture (Richards and Lockhart, 1994); 

• the norms of classroom interaction which affect teachers’ practice and 

development (Kramsch and Sullivan, 1996).  

 

Social Interaction 

 

In this section we present a psychological approach that we consider 

provides a framework which encompasses the insights provided by cognitive and 

humanistic perspectives and to which we feel committed as educationists; that of 

social interactionism. 

 

In order to understand the significance of interaction as part of learning, it is 

important to consider one major psychological perspective, social interactionism. 

Major proponents of such an approach are the Russian Vygotsky, the American 

Bruner, and the rather less well-known Israeli psychologist, Feuerstein. 

 

The application of social interactionist views to language teaching has been 

discussed surprisingly little. This is all the more surprising when we consider the 

social nature of language itself. Most books on language learning include a section 

on psychological schools of thought as behaviourism, humanism and cognitive 

psychology. However, the implications for the language teacher of taking a social 

interactionist perspective have only recently begun to emerge.  

 

Both Vygotsky and Feuerstein in their own way took issue with the 

Piagetian view that from the time of their birth children learn independently by 

exploring their environment, and with the behaviourist view that adults are entirely 

responsible for shaping children’s learning by the judicious use of rewards and 

punishments. For social interactionists, children are born into a social world, and 

learning occurs through interaction with other people. From the time we are born we 
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interact with others in our day-to-day lives, and through these interactions we make 

our own sense of the world. Thus, we can begin to see in social interactionism a 

much-needed theoretical underpinning to a communicative approach to language 

teaching, where it is maintained that we learn a language through using the language 

to interact meaningfully with other people. 

 

Vygotsky’s most widely known concept is probably the zone of proximal 

development which is the term used to refer to the layer of skill or knowledge which 

is just beyond that with which the learner is currently capable of coping. Knowledge 

is perceived of as socially constructed, and we make use of language in order to do 

this. Thus, this teacher education model is called social constructivist: teachers 

construct their own meanings in their own ways, and they do so by interacting 

socially with other people. All this takes place within a social context which will 

influence the personal meanings that individuals do. 

 

Social or Vygotskian constructivism emphasizes education for social 

transformation and reflects a theory of human development that situates the 

individual within a socio-cultural context. Individual development derives from 

social interactions within which cultural meanings are shared by the group and 

eventually internalized by the individual.  Individuals construct knowledge in 

transaction with the environment and in the process both the individual and the 

environment are changed. The subject of study is the dialectical relationship between 

the individual and the social and cultural milieu. 

      

Schools are the socio-cultural settings where teaching and learning take 

place and where cultural tools such as reading and writing are utilized. This approach 

assumes that theory and practice do not develop in a vacuum; they are shaped by 

dominant cultural assumptions (O’Loughlin, 1993: 107-116). Both formal 

knowledge- the subject of instruction- and the manner of its presentation are 

influenced by the historical and cultural environment that generated them. To 

accomplish the goals of social transformation and reconstruction, the context of 

education must be deconstructed and the cultural assumptions, power relationships 
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and historical influences that under-gird it must be exposed, critiqued and when 

necessary, altered. 

 

Teacher Development and the School 

 

Each teacher’s practice and beliefs develop in complex interaction with 

experiences in school. Zeichner (1987) describes this exchange between the person 

and the group in terms of new teachers who use: “active and creative responses to the 

constraints, opportunities and dilemmas posed by the immediate contexts of the 

classroom and the school”, noting that the wider structure of society and the state 

have their impact (Zeichner, 1987: 28). 

 

Their study of four novice teachers illustrates the interaction between 

personal theories and school culture, which influences at three independent levels. In 

the classroom, teachers learn through interaction with students who effectively affirm 

certain teaching strategies and vote others, implicitly confirming certain values and 

denying others. At an institutional level, development is affected through the 

enactment of school norms, implicit rules of teacher behaviour (Somekh, 1993). 

There is room for teachers to assert their personal style, however, because schools 

often contain subcultures which the new teacher can opt into. Finally, there are social 

influences from outside the school, such as the impact of material resources on 

teachers’ practical classroom options. Thus, the nature of the practical experience 

from which each teacher constructs her knowledge is intimately affected by external 

conditions and social policy.  

      

Zeichner (1987) argues that teachers develop their beliefs and practice in 

terms of the relative match between a school’s ethos and their own personal theories. 

A close match is likely to confirm and strengthen their personal theories. In the case 

of a mismatch, there are at least three possible responses which will determine how 

their personal theories then evolve: a teacher may maintain his/her values covertly 

and play along with the school system; or s/he may fit in with the system and begin 

to rethink her/his values in line with the school’s. Then, s/he might persist in her/his 
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practice, which would have an impact on the school as much as the school on the 

teacher. 

      

In terms of the effect of school on the person, research shows a link between 

school climate and teacher development: some schools provide positive conditions 

for teacher learning, others do not. At its simplest, as Fullan puts it, 

 
      a school where teachers talk to each other about teaching and have some sense 
of collegiality provides positive conditions for teacher learning. A school with a 
privatist culture offers less favourable conditions for development. Thus, we 
cannot consider a teacher’s development without considering her interaction with 
school culture (1993, 39). 

 

Implications for LTE 

 

What does a social constructivist perspective actually mean for LTE? First, 

it implies that providers and teachers both need to assess the relationships between 

their work and wider social conditions. Bell and Gilbert (1996: 57-58) point out 

‘Learning by teachers in teacher development situations is occurring within wider 

social and political contexts. They need to be assessed, not ignored’. 

 

Such an assessment should not view the teacher’s culture and conditions as 

constraints or problems, barriers to the intervention we wish to introduce. Much LTE 

in the past has paid lip-service to cultural awareness, while planning how to impose 

its own ways of seeing and doing (Clark, 1987). The teacher’s social world is the 

reality, the base from which each teacher will develop.                         

 

Next, the social constructivist perspective recognizes dialogue, talk, to be 

central to teacher learning. This is nothing new, as talk has long been seen as part of 

the experiential learning cycle, and humanistic perspectives stress the social and 

interpersonal climate which promotes learning. However, the emphasis on dialogue 

in a social constructivist view is that collaborative and task-focused talk is of special 

value, in that it offers opportunities to clarify one’s own meanings and offers social 

relationships that support changing views of self as teacher. In the context of teacher 

collaboration, Knezevic and Scholl (1997:79) observe: 
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      The process of having to explain oneself and one’s ideas, so that another 
teacher can understand them and interact with them, forces team teachers to find 
words for thoughts which, had one been teaching alone, might have been realized 
solely through action. For these reasons, collaboration provides teachers with rich 
opportunities to recognize and understand their tacit knowledge. 

 

This position is strongly supported by clear evidence of teachers’ need for 

the right social relationships during professional change (Newell, 1996). In 

influential research carried out by Roberts (1998: 91), the following principles are 

suggested: ‘Professional learning is critically influenced by organizational factors in 

the school (school climate, opportunities for contact and exchange of ideas with 

peers) which are affected by school leadership and wider policy’ and ‘programs 

where teachers share ideas and offer each other help are more likely to be effective’. 

     

A consistent theme in case studies done is that of the need for structures 

which offer teachers opportunities for collaborative talk as they learn: 

• on the grouping of student teachers into teams and the role of mentors; 

• on the role of the colleagues and school climate; 

• on participants’ need for practical and peer support; 

• on local tutors’ need for ongoing support and discussion; 

• on a design which promotes the formation of a collaborating, task-focused 

teacher group. 

 

These cases are consistent with the view of Bell and Gilbert (1996: 57) that: 

 
      Social interaction, for example in dialogues, accounting and narratives – 
promotes learning of socially constructed knowledge, personal construction of 
meaning and the reconstruction of social knowledge. 
 

However, productive dialogue depends on the right preconditions. It cannot be 

imposed. To talk openly, on issues of concern, it is critically important for teachers to 

have a sense of control and participation in processes of change. For this reason, 

groups function best when conventions are observed to protect the rights of each 

member. The formulation and crystallization of personal theories is promoted by 

exposure to colleagues’ perceptions and interpretations, offered without an attempt to 

impose change on the part of tutors. This is supported by Fullan’s view that social 
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support is an essential element in enabling teachers to implement innovations, 

observing: 

 
      .....training approaches...are effective when they combine concrete, teacher- 
specific training activities, ongoing continuous assistance and support during the 
process of implementation and regular meetings with peers and others.....Research 
on implementation has demonstrated beyond a shadow of doubt that these 
processes of sustained interaction and staff development are crucial regardless of 
what the change is concerned about.  (Fullan, 1982: 67) 

 

In a case study conducted for CELTA (Certificate in ELT to Adults), which 

is a widely recognized initial training program, the importance of interpersonal 

relationships for constructive discourse between LTs and supervisors has been 

emphasized. ‘The student needs support and clear expectations. Support is available 

from regular discussions with supervisors and peers’ (Roberts, 1998: 181). 

 

Finally, a socially-constructivist framework suggests that teacher learning is 

best promoted by cycles of related activities which integrate the dimensions of 

teacher learning. This suggests the need for LTE to offer combinations of the 

following activity types: 

• access to new information (by reading, lectures and models); 

• activities to raise the learner-teachers’ self-awareness of past experiences and 

current beliefs, practice and knowledge (Pennington, 1990); 

• direct personal experience, in language learning, micro-teaching and teaching 

practice( Wallace, 1991); 

• indirect experience of teaching, for example by structured observation; 

• opportunities to reflect privately on these inputs and experiences, for example 

by means of reflective writing; 

• opportunities for dialogue with fellow teachers and others, addressing one’s 

practice, beliefs and the social pressures affecting one’s work; 

• development of skills and attitudes which enable teachers to get the most 

from the above activities: study skills, observation skills and team skills. 
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             How Teachers Learn: from a Social Perspective 

• Teaching is a public, socially constructed role, subject to the perceptions and 

expectations of learners, colleagues, and the community. 

• The nature of a teacher’s development is influenced by the learning 

opportunities that are available to her; these consist of a sample of incidents 

which is bound to be skewed in some way. 

• Teachers’ learning opportunities are strongly affected by school culture, but 

not wholly determined by it; school culture structures role expectations and 

norms of interaction, teacher to teacher, teacher to student; it is a reflection of 

wider social forces. 

• While we each construct personal representations of the world, these draw on 

traditional images of teaching and knowledge available in our culture; and we 

develop our representations through affirmation and contradiction by other 

people. 

• The English language teacher often fills a particularly sensitive and important 

role in the curriculum because her discipline raises issues of cultural identity 

and political self determination (Bisong, 1995). 

• The occupational cultures of state and private English language teaching are 

radically different and offer different contexts for teacher development. 

• Effective LTE requires the systematic and concerted integration of activities 

which focus on all these dimensions of teacher learning (Kennedy, 1997). 

 

2.3 Research on Learning to Teach 

 

The Student/What do Students Learn about Teaching? 

 

We all have personal theories about the characteristics of teachers, 

classrooms and schools. Initially, these are built from incidents we experience during 

our ‘apprenticeship of observation’, the thousands of hours we have spent in 

classrooms (Lortie, 1975). Lortie observed that students are exposed to teaching as 

no other occupation: they may spend some 15,000 hours in ‘protracted face to face 
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consequential interactions with established teachers’ (1975, 61) which they never do 

with other occupations. He notes the power of this experience. It is close up: students 

and teachers are physically very close and confined. It is also charged with affect: 

interaction with a teacher has important consequences for students. They rely on the 

teacher for approval and good grades and this encourages them to get in the teacher’s 

shoes to the extent that can get what they want, ‘to engage in at least enough 

empathy to anticipate the teacher’s probable reaction to his behaviour’ (1975, 62). 

 

However, Lortie comments that students’ images of teaching are incomplete 

because they do not experience their teachers’ private thoughts, only their public 

face: 

      They assess teachers on a wide variety of personal and student oriented bases, 
but only partially in terms of criteria shared with their teacher and with teachers in 
general. It is improbable that many students learn to see teaching in an ends-
means frame or that they normally take an analytic stance toward it. Students are 
undoubtedly impressed by some teacher actions and not by others, but one would 
not expect them to view the differences in a pedagogical explanatory way. What 
students learn about teaching, then, is intuitive and imitative rather than explicit 
and analytical; it is based on individual personalities rather than pedagogical 
principles. (Lortie, 1975: 62) 
 

This suggests that we come to ITE with personal theories built from images 

of teachers but that owing to ‘the unreflective nature of prior socialisation’ (Lortie, 

1975: 71), these images may act as an obstacle to ITE interventions: 

       
      The student’s learning about teaching … is more a matter of imitation, which, 
being generalised across individuals becomes tradition. It is a potentially powerful 
influence which transcends generations but the conditions of transfer do not 
favour informed criticism, attention to specifics or explicit rules of assessment  
(1975: 63). 
 

Implications 

 

An ITE programme should not leave the ‘apprenticeship of observation’ 

unexamined. Student-teachers need to recall and explore their personal images of 

teaching, not because they are inherently wrong but because they are tacit and ‘not 

likely to instil a sense of the problematics of teaching’ (Lortie, 1975: 65). Similarly, 
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many teachers engaged in INSET may have gone through ITE programmes, where 

their personal models of teaching have not been uncovered or questioned. 

 

Working from tacit images imprisons the teacher in a single frame of 

reference, which may be inappropriate to the curriculum with which s/he has to work 

now or in future. Therefore, it would seem important to raise teachers’ awareness of 

the power of their own experiences as learners. Awareness of one’s own 

apprenticeship of observation is therefore one form of reflective ITE activity, by such 

means as biographical writing or visualisation and discussion (Denicolo and Pope, 

1990). This process would seem to be essential to escape from potentially limiting 

images of teaching. 

 

The test of these personal images is not whether they are inherently right or 

wrong according to an outsider’s perceptions, but the extent to which they are useful 

for the teacher. For example, teachers required to work in a communicative 

curriculum may be hindered by personal images of good directive teachers. On the 

other hand, should the same teacher be asked to present information to peers in a 

formal setting, these same images of effective transmission teaching could be helpful 

because they are appropriate to the task at hand 

 

The Student Teacher/ What do Teachers not Know? 

 

By exploring differences between novices and more experienced teachers 

(Calderhead, 1987), the deficits in novice teachers’ knowledge appear to include: 

 

• novice teachers’ perceptions of classroom events are relatively 

undiscriminating and simpler than those of experienced teachers; 

• they are less able to select which information is salient when planning a 

lesson; 

• they lack ‘typificatory knowledge’ (Calderhead, 1987: 7) i.e. what to expect 

of students, what challenges to set and what difficulties to anticipate; 
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• they tend to work from the textbook rather than in terms of student attainment 

levels; 

• they lack practical classroom management routines to keep students on task; 

• their concern with control makes it difficult for them to focus on student 

learning; 

• they lack an established teacher’s pedagogic content knowledge; 

• they lack the practical experience from which to construct personal meanings 

for theoretical or specialised terms; 

• they lack a coherent system of concepts with which to think about teaching; 

• they lack a specialised vocabulary with which to analyse and discuss 

teaching. 

 

Information on student language teachers is limited, but we can assume that 

they share the characteristics of teachers in general. We speculate that discipline-

specific deficits may be related to language, in such areas as: 

• their performance levels in the target language (TL), as matched against the 

level required for accreditation; 

• analytic knowledge of TL systems; 

• assumptions about the nature of language and about the TL as a school 

subject (perceptions which could be skewed towards function, form or 

content). 

 

These deficits suggest the need for ITE programmes to provide, along with 

conventional skill practice, planning in real contexts, activities focused on the 

learner, and the interpretation of personal experience. 

 

              Who Enters Teaching? 

              Recruitment and Diversity 

Conditions of entry to teaching are certain to affect the occupational culture 

of any group of teachers, with effects on their expectations of and reactions to LTE. 

There are some variables which play an important part in choosing this career. While 

Lortie’s (1975) study is specific to its time and place, it does suggest variables which 
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may also apply to language teachers. These include differing attractions to teaching 

(e.g. material or service orientated); social influences on entry (such as parental 

pressure on daughters; people entering from a first career they have found 

uncongenial; those who have taken a teachers’ course as second best after failing 

professional entrance); and the tendency for any particular group to be skewed in 

terms of gender, class, age range, or education. 

 

We are unaware of comparable research specific to language teaching and 

therefore, can only speculate on the effects on LTE of teachers’ entry. For example, 

we can speculate that the choice to go into teaching in private language schools, 

private universities or foundation universities can be made because the person does 

not want to identify with conventional school norms. If so, s/he may be more 

disposed to innovation than those in Lortie’s study, who tended to display 

conservative attitudes. Similarly, s/he may be less orientated to a ‘cellular’ and 

hierarchical view of teacher work than in conventional schools, and more orientated 

to experimental and collaborative forms of teacher development activity. On the 

other hand, if teachers enter the private sector as a means to travel or live abroad for 

a relatively short period, then they may see personal development as lying in areas 

other than teaching. Thus, we expect that the motivations and conditions affecting 

entry to language teaching will affect teachers’ orientation to ITE and INSET. 

 

              How do Student-Teachers React to Input? 

               Filtering 

The ‘apprenticeship of observation’ leads to the mediation of ITE inputs by 

our personal theories of teaching (Kagan, 1992). Student teachers enter ITE with 

beliefs about teaching based on images of good teachers they know, experiences as 

pupils and images of self as language teacher. These personal theories inevitably 

‘provoke questions about their receptiveness to instruction in pedagogy’ (Lortie, 

1975: 66) and it is widely suggested that learner-teachers filter ITE inputs. In a major 

research review, Kagan (1992) concludes that “each study documented the central 

role played by pre-existing beliefs/images and prior experience in filtering the 

content of education course work .... These studies introduce a theme that echoes 
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throughout the remaining sections of this review: the important role played by a 

novice’s image of self as teacher’ (Kagan, 1992: 140). 

      

Kagan (1992: 145) also suggested that student-teachers will assume that 

pupils share their approach to learning: 

 

      In constructing images of teachers, novices may extrapolate from their own 
experience as learners, in essence, assuming that their pupils will possess learning 
styles, aptitudes, interests and problems similar to their own. This may partially 
explain why novice’s images of pupils are usually inaccurate. 

  

Therefore, Kagan argues that for the need to develop student-teachers’ insight into 

pupils’ perceptions by such means as classroom studies and learner feedback. 

 

              Stability and ITE Interventions 

The notion of filtering has led to a view that ITE programmes have a 

comparatively limited impact on student-teachers. In her survey of ITE research, 

Kagan concluded that: “Each study ... testified to the stability and inflexibility of 

prior beliefs and images” (Kagan, 1992: 140). Implicit beliefs, values and practices, 

it is believed, tend to prevail over programme interventions, ‘regardless of the 

underlying conception of teaching or philosophy of the training course’ (Tann, 1993: 

55). This has led to a widely held view that, as Zeichner suggests, ‘pre-service 

programs are not very powerful interventions’ (1987: 28). Likewise, McIntyre 

comments that, ‘whether we like it or not, interns (students) will make their own 

judgements about what matters in teaching and about how best they can teach’ 

(1988:106). 

 

This strong view implies that input and classroom experience alone are 

necessary but not sufficient to influence student-teacher thinking. Other interventions 

are needed to free them from tacit images of teaching: 

• the uncovering and analysis of these images; 

• access to others’ perspectives on concrete and shared teaching incidents (as in 

analysing videos of teaching); 

• direct experience as an L2 learner. 
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              Dependence on Personal Experience 

A few recent studies suggest that some student-teachers only perceive ITE 

inputs as learnt once they have been experienced personally. This does not devalue 

input but suggests that direct experience is needed to personalise abstract knowledge: 

 

      Students from the beginning expected to learn by trying things out ... the 
reason for this emphasis on learning   from their own teaching seemed to be that 
however much they had read or observed things on a conceptual level ... they did 
not say they had learnt until learning became personal through their own teaching.    
(Haggerty, 1995: 43) 

 

This is supported by Sendan (1995) who showed that students’ personal 

theories tended to converge when following courses but then to diverge after 

teaching practice, probably because experience caused them to develop their personal 

theories in individually different ways. Both studies seem to confirm the relevance of 

activities derived from experiential constructivist principles and justify the 

integration of abstract and practical course components. 

 

               What are Students’ Concerns? 

It is widely believed that student-teachers enter training with priorities 

which need to be resolved before they can address other aspects of their course 

(McIntyre, 1988). In other words, they attend to course input seriously only when it 

fits their own agenda or when they are alerted by a need to know (Haggerty, 1995). 

 

Their concerns typically focus on threats to their self-esteem in meeting new 

role demands, such as failing to manage a class and being seen to lose control. Also, 

they may fear poor grades and the low esteem of staff and peers. These priorities 

often produce coping strategies designed to minimise risk and loss of face. As a 

result, student-teachers may use failsafe activities to keep control (i.e. dictation, 

revision, structured writing) and standard display lessons to satisfy supervisors. 

Interestingly, self-defence strategies are used both by successful student-teachers, 

who will not want to play about with a successful formula, and the weaker ones, who 

will use control and display techniques to mask their difficulties. 
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McIntyre (1988:110) argues that these concerns must be addressed to free 

up the student-teacher for further development: 

 

      In their new professional contexts many interns will need to be convinced that 
they are competent as teachers   and are recognised as being competent before 
they will have the sense of security necessary to examine their teaching 
objectively and openly in relation to their own aspirations as educators 

 

It is commonly suggested that coping strategies obstruct attention to student 

learning: 

 

      Their inadequate knowledge of classroom procedures also appears to prevent 
novice teachers from focusing on what students are learning from academic tasks. 
Instead, working memory is devoted to monitoring their own behaviour as they 
attempt to imitate or invent workable procedures (Kagan, 1992: 145). 
 

              Perceptions of Self as Competent 

Many student-teachers are concerned with threats to their self-esteem. 

However, in a context such as an elite and strictly screened course, the general 

standard of student-teachers can be much better than average teachers in school. For 

example, Sendan (1995) found that some students rated themselves as close to their 

personal image of ‘most effective teacher’ and by implication as much more 

competent than run-of-the mill secondary school teachers. Such a self-concept may 

act as an obstacle to development because it offers little motivation to change. 

 

              Stages of Concern 

In the past, novice teachers’ coping strategies have been used to justify stage 

theories of teacher learning, deriving from Piaget’s model of discrete sequential 

stages in children’s conceptual development. They argued that teacher learning is 

essentially sequential in nature, passing through a series of stages of concern: from a 

concern with survival; to a focus on teaching situations; to a focus on the learner and 

learner differences (Berliner 1988). It was argued that it was necessary to resolve 

needs at one stage to be able to progress to the next, as in Piaget’s model of child 

development (Roth, 1990). 
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Student-teachers’ concerns should be addressed to help them survive in 

class but this does not commit us to a ‘stage’ model of student-teacher development. 

Stage theories are too inflexible to account for such a complex process as learning to 

teach, which we suggest is not linear or compartmentalised but essentially 

cumulative and multidimensional. It seems more likely that at any time a student-

teacher will have high-priority concerns but these will vary according to the task at 

hand (classroom-based or course-based), nor will lower-priority concerns necessarily 

be excluded from their thinking altogether. Also, there is no need to abandon 

attention to future concerns: the ITE student needs wider perspectives than exclusive 

attention to immediate, often highly practical issues. 

 

Additionally, stage theories are too simplistic to serve as a guide to design 

because each student’s concerns will vary; they will tend to address their own 

priorities and so at any one time they may be out of step with each other and the 

‘official’ syllabus sequence. 

 

This view suggests that initial survival skill courses should be 

complemented with broader perspectives, such as the analysis of different teaching 

styles. It also suggests that ITE programmes need to be capable of some 

individualisation. 

 

              Role Transition 

Student-teachers are engaged in a dramatic role change from student to 

teacher, from dependant to adult. Given their recent experience as students in school, 

it is not surprising that they sometimes exhibit tensions and difficulties of 

identification. This is suggested by the tendency of some student-teachers to identify 

more closely with students than experienced staff. Because they are closer in age, 

some student-teachers may find positional authority relationships difficult to carry 

out (Wragg, 1982). This may also explain their sometimes uneasy relationships with 

mentors, which may be because they cannot as yet relate to them as peers (Haggerty, 

1995). 
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Also, Wragg (1982) reports that student-teachers exhibit high-stress levels 

and emotional ups and downs. This is common among HEI (higher education 

institutions) students in general but can also be related to the nature of student-

teachers’ change in role, and their concerns with classroom survival. 

 

              How do Student-Teachers React to Reflective Tasks? 

Many ITE courses now include reflective tasks, such as autobiographical 

writing and self-assessment.  Empirical evidence on student-teachers’ responses to 

reflective activities is still limited, not least because of the ambiguity over what a 

reflective task is (Valli, 1992). However, there is practical experience that student-

teachers vary considerably in their readiness to reflect on their personal theories. 

Also, there is some evidence that survival concerns may act against risk-taking and 

the admission of difficulties: novices are unlikely to question their assumptions while 

they are still establishing routines, the more so in dialogue with assessors 

(Calderhead, 1987). This suggests that reflection on practices and beliefs requires the 

person to have established some secure routines to reflect on in the first place. 

 

It has also been observed that reflective conversations are sometimes 

hampered by experienced teachers’ difficulty in talking about their own teaching 

(Griffths and Tann, 1992). 

 

              Effective Skills Training 

We define training as a TE activity led by convergent objectives for the 

development of skills, behaviours and strategies defined by an external norm or 

standard. The key issue in training is not whether it is ideologically desirable. 

Teachers, as in any other occupation, may need training at any point in their career. 

The test of training is whether it is seen to be used in the active repertoire of teachers 

in school and whether this contributes to improved language education. 

 

Research has identified conditions for effective skill training which can be 

generalised to ITE or INSET. Joyce and Showers (1984) recommend them to be: 
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• a close match between conditions of training and those of actual use; 

• unambiguous description of skill; 

• demonstration or modelling of skill; 

• establish the basic skills before going on to finer tuning; 

• optimal practice time; 

• individual skill-focused feedback on task performance; 

• multiple contexts of demonstration and use. 

 

Apart from these essentially behaviourist principles, Joyce and Showers also 

argue for positive cognitive and contextual conditions for training to be effective: 

• understanding of principles underlying behavioural skills (by means of 

reading or lectures); 

• the availability of coaching after training: ‘hands-on, in-classroom assistance 

with the transfer of skills and strategies to the classroom (Joyce and Showers 

in Hopkins, 1984: 292). 

 

The attention given to teacher thinking and conceptual change in the past 

decade should not lead us to ignore basic principles of effective skills training, which 

incorporate behavioural, cognitive and contextual dimensions. 

 

Conventional ITE Courses: a Fractured Curriculum 

              Conventional state system ITE design has often been based on a two-part 

structure: relatively abstract courses in the higher education institution (HEI) and 

short blocks of teaching practice in schools. This structure contributed to a serious 

lack of integration between abstract and practical course components (Sendan, 1995). 

We summarise the major problems in Table 2.3: 
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Table 2.3 

Drawbacks of initial teacher education (Sendan, 1995) 

At the HEI At School 

Vague objectives  

Statements of objectives and criteria of teaching 

competence were ambiguous or absent 

 

A fractured curriculum     

Student finds educational theory     

Provided in the HEI irrelevant to school tasks  

Student has no opportunity to try   out  

proposals from HEI courses                        

 Student meets conflicting values and practices 

but 

cannot analyse or synthesise them: HEI 

proposals 

may be denigrated by school staff as impractical 

 Student is a transient presence in school with no 

standing or responsibility 

Role relationships  

HEI supervisors Co-operating teachers 

They design and control the course without input 

from effective teachers 

No participation in course design 

Lack of credibility: no recent teaching 

experience so cannot offer credible assistance 

with practical concerns 

High credibility challenges the standing of HEI 

staff with student-teachers 

Tutor as ‘passing cloud’: cannot visit often 

enough to have influence over students in school 

A free hand in students’ practical curriculum 

Infrequency of visits limits function to 

assessment only 

As supervisors, they offer variable quality and 

quantity of observation, diagnostic feedback and 

curricular support 

Dependence on schools for practical curriculum Not selected or trained according to an ability to 

explain their practice and so unable to make it 

available to student-teachers 

Staff development needs  

Denied the opportunity to relate theoretical 

concerns to practical cases 

Denied development opportunities by access to 

up-to-date theory/information on good practice 

  

Student-teachers’ learning opportunities  

Reflection is theoretically orientated and not tied Reflection is short-term and survival- orientated 
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to a context 

Too much time elapses between HEI input and 

school experiences 

Student has too few settings in which to reflect 

critically on own trial-and-error experiences 

Courses offer no practical guidance on classroom 

management 

 

These failings provided guidelines for the design of partnership schemes. 

 

 

              Supervision: the Triad 

Research on supervisor/student-teacher relationships suggests that in 

fractured curriculum the student teacher becomes part of a difficult triadic 

relationship: student-teacher/supervisor/cooperating teacher (Turney, 1982b). Poor 

communication between HEI and school produces role confusion and inconsistent 

supervision criteria, leading student-teachers to cope by giving display lessons, 

withholding their difficulties or siding with one party against another. 

 

In a more recent school-based designs research suggests better integration 

between school and college curricula and coherent linkage between theory and 

practice. However, there are continuing areas of difficulty in student-

teacher/supervisor relationships. In part these arise from organisational slippage 

which reduces time for exploratory discussion. Also, there is some evidence of 

difficulty in attaining a key objective of partnership designs, which is that 

experienced teachers share their pedagogic reasoning with student-teachers. There 

are some doubts about teachers’ readiness to reveal their thinking and also 

suggestions that there is a need for a match in personal theories between teacher-

supervisors and students for them to have necessary common ground for discussions 

to be productive (Tillema, 1994). 

 

               How does Student-Teacher Thinking Develop? 

There is still much ignorance about how people learn to teach although it is 

recognized as complex and individually variable (Calderhead, 1990). 

 

Sendan (1995) describes cognitive change in Turkish student teachers of 

English. Their constructs on effective teachers, ‘the teacher I want to be’ and ‘the 
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teacher I am now’ were elicited and change in their content and structure measured 

over a period of 15 months. The findings suggest the following: 

• the content of student-teacher thinking changed gradually (i.e. relatively few 

new ‘good teacher’ attributes were added to their thinking); 

• the structure of their thinking did change, i.e. there were changes in the way 

that particular constructs were associated with each other, so reflecting 

personal theory development; 

• conceptual change seemed to be essentially evolutionary in nature, with pre-

existing ideas undergoing reorganisation and discrimination; 

• conceptual change was not simply linear; data suggested alternating cycles of 

stability and reorganisation as new ideas were incorporated or certain 

attributes changed in relative priority; 

• however, there was evidence that their thinking became more organised 

thematically, suggesting more coherent construction of teaching; 

• positive images (‘most effective teacher I know’) remained unchanged; 

• ‘the teacher I want to be’ remained closely associated with this most effective 

teacher; 

• teaching practice may cause dramatic changes in self-concept. For example, 

as a result of a difficult practicum one student re-rated himself negatively on 

the following attributes: 

          - adequate in involving students; 

          - good at transferring what he knows; 

          - supplements textbooks with different materials; 

          - motivates students; 

          - directs students to thinking; 

          - increases students’ attention with jokes, 

          - develops a desire for learning; 

 

However, while this student’s view of himself had changed markedly, the 

attributes with which he construed effective teaching remained stable;  

• direct personal experience tended to lead to less consensual thinking between 

students, whereas theoretical courses led groups towards consensus. 
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Thus a general picture emerged in which conceptual change was not a 

simple additive process but one in which existing ideas were progressively 

reorganised as a system. Changes were orientated by the ‘compass points’ of the 

perceived attributes of teachers known to the person. 

 

What are the Implications for ITE Design? 

 

It is widely argued that initial teacher education should not be seen as 

merely a process of stocking up student teachers with a ‘kit bag’ of performance 

skills, but of developing a personal identity as teacher: 

 

      The process of becoming a teacher must be viewed in relationship to 
biography and conceptions of self-as-teacher and to the teacher’s entire life 
situation. The problem of finding oneself as a teacher, of establishing a 
professional identity, is conspicuously missing from most lists of beginning 
teachers’ problems. (Bullough, 1990: 357) 

 
Such a view recognises that learning to teach encompasses changes in 

thought, feeling, and skills and in social identity. 

              

Implications for activities 

Awareness 

Specialised language 

Student-teachers lack a framework of specialised concepts and terms with which to 

analyse and discuss teaching, which suggests the following activities: 

• directed discrimination training or open-ended description and analysis 

activities (Maingay, 1988); 

• exploration of incidents and cases (Harrington, 1996); 

 

Uncovering images 

Personal images of teaching exert a powerful effect on student-teachers’ beliefs. 

Students and TE staff may ‘talk past each other’ because their conceptions of 

teaching may be framed in different ways. This suggests the following activities: 
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• uncovering personal theories and images by the use of metaphor and role 

analysis (Wright, 1990); 

• comparison of actual and ideal circumstances (Pennington, 1990); 

• narratives (Cortazzi, 1993); 

• concept mapping (Morine-Dershimer, 1993); 

• biography (Denicolo and Pope, 1990); 

• rating scales (Karavas-Doukas, 1996); 

• reflection linked to input ; 

• repertory grid ;(Diamond, 1991); 

• classroom inquiry (Richards and Lockhart, 1994). 

Need to change 

All professional development depends upon a self-concept of being in need of 

change. This suggests: 

• the need for early classroom experience to challenge assumptions and 

expectations; 

• the availability of support when certainties are upset; 

• the need to review and develop personal learning objectives throughout an 

ITE programme. 

These features require a course structure which offers sufficient teaching practice and 

regular supervision. 

Privatism 

Privatist occupational culture can inhibit development and professional effectiveness: 

‘Unless students in training can experience at least some sense of genuine 

collegiality - some sharing of technical problems and alternative solutions - they will 

be ill-prepared for such efforts when they work alongside one another’ (Lortie, 1975: 

66). 

This prescient observation suggests that unless ITE offers students 

opportunities for collegial, team-based teaching and explicit discussion of pedagogic 

alternatives, the cycle of privatism and unreflective teaching might be perpetuated. 

Feelings 

Priority concern 
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Student-teachers are concerned with survival and maintaining self-esteem, which 

suggests: 

• provision of support systems (regular tutor meetings, peer study groups); 

• a need for safe learning environments in the early stages, (e.g. graded 

teaching practice); 

• anticipate resistance to reflective activities and to self-evaluation 

(Calderhead, 1987); 

• work with student-teachers on their orientation to the course: ‘the agendas of 

the learner-teachers are the major determinants of what they learn; it is only 

through influencing these agendas and through responding to them that 

teacher-educators can achieve their goals’ (McIntyre, 1988:103). 

 

The possibility of working with learner-teachers on their own sense of 

priorities depends very much on a course structure which offers ongoing cycles of 

experience, input and dialogue. 

Skills 

Graded tasks 

Student-teachers have to simplify early teaching encounters in order to cope with the 

complexity of classroom interactions (Doyle; 1986). This suggests that providers 

should: 

• interpret some novices’ practical mistakes as simplifications of complex 

interactions (e.g. teaching only the front row); 

• provide graded experience in practical teaching (e.g. observation/micro-

teaching, small group teaching in school/team teaching/ full class teaching). 

Classroom competence: survival skills 

 Their lack of practical routines suggests that early teaching experiences will be 

anxiety-producing because student-teachers are unable to anticipate learners’ 

reactions. Therefore, it is essential to learn specific survival strategies early on, for 

example how to conduct one’s first-ever teaching practice lesson in school. 
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              The Role of Models 

Models of teaching (video or live) enable skill recognition and the 

development of a personal technical vocabulary. However, the presentation of single 

models perpetuates the notion of learning by imitation, and of there being only one 

way to teach. Preferable strategies are to present multiple exemplars where each 

teacher displays a personal mix of strengths and weaknesses and to engage in 

observation of different teaching styles in a course. 

 

Just as in communicative language teaching, the analysis of language 

samples is now preferred to the imitation of paradigms, so the student-teacher needs 

experience of multiple models from which to select attributes that are personally and 

contextually appropriate. 

 

              Learning from Experienced Teachers 

A developmental approach to ITE suggests the need for discussion with an 

experienced teacher who can offer examples of practical reasoning under the unique 

conditions of their particular classroom. For such ‘cognitive apprenticeship’ to work, 

it is necessary for the established teacher to be able to explain her reasoning and for 

the student to be able to question and probe the teacher. However, this form of 

discourse is not necessarily easy to achieve. 

      

It has even been suggested that learner-teachers may be helped to develop 

their own teaching identity not by the particular content of a mentor's thinking but by 

the attitude they display towards their own practice. Contact with established 

teachers who question and reflect on their teaching beliefs may be the best way to 

facilitate learner-teacher reflection (Kagan, 1992). 

 

              Learning about Learners 

Kagan (1992) argues that the crucial experience for student-teachers is to 

get in touch with the reality of students’ experience of learning, in effect to attain 

sociality with them. Through this, student-teachers can discover that their 

assumptions and expectations are at times inaccurate or inappropriate. In this way, 



 
 

 
 

88

their personal theories are contradicted by surprises, new insights into learners’ 

experience which provide a stimulus to rethinking and change: “It is a novice’s 

growing knowledge of learners that must be used to challenge, mitigate and 

reconstruct prior beliefs and images” (Kagan, 1992: 142). 

 

This can be achieved by assignments such as learner profiling and obtaining 

feedback (e.g. Richards and Lockhart, 1994), makes a similar point regarding the 

need for providers to gain insight into the thinking of future training staff. 

 

              ITE Structures: Partnership Sschemes 

Partnership schemes provide a structure which is capable of integrating 

reflection and experience. State schemes in England and Wales are required by law 

to place student-teachers in school for two thirds of their course time. Other schemes 

could operate effectively with a different distribution of time. Below, we summarise 

principles and corresponding structural features of Partnership design (Table 2.4). 

 

Table 2.4 Features of partnership design 
Principle Feature of design 
1. Access to the thinking of established teachers Student- teachers spend at least two thirds of  

course time in schools 

Teachers are trained and released from other 

duties to serve as mentors while they are at 

school; 

2. Personal experience is needed to mediate, test 

out and personalise theory                          

Two thirds’ course time in school; time intervals 

between student-teachers’ HEI and school-based 

experiences are kept short, e.g. with split weeks 

in the HEI and school. 

Using teaching experience as a basis for the 

mutual testing out of HEI-based theory and 

school-based craft 

3. Coherence between   HEI and school curricula School and HEI staff collaborate on course 

planning and monitoring 

Staff roles in university and school are 

complementary 

4. Students’ images of teaching mediate input Students reflect on their personal images and 
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beliefs 

5. Diversity in student-teachers’ personal             

theories; their learning is focused by their own 

concerns 

Assessment needs to be flexible enough 

to respond to diverse student-teacher agendas 

 

6. Student-teachers lack classroom management 

skills 

Provide early training in basic, consensual 

  teaching skills 

 Offer graded and extensive classroom 

experience 

 

7. Survival concerns block risk- taking Offer enough classroom experience to allow time 

for mistakes; offer some un-assessed teaching 

practice 

Assessment is broadly based  

Have an assessment ‘watershed’ before the end 

of the course 

 

8. Perception of self as competent 

 

 

Focus on areas of future development at the end  

of the course, leaving time for individual inquiry 

Provide skills which enable further  development 

 

Providers’ Expectations 

 

Research shows unambiguously that while novice teachers come to an ITE 

course with deficits in knowledge and skill, they are not merely empty vessels 

waiting to be filled. While providers may be misled by novices’ skilful use of 

lessons, they need to recognize a basic condition of ITE: They will confront classes 

composed of students who possess varying definitions of good teaching and who 

adopt diverse models of the occupation with the result that they ‘will not find it easy 

to develop consensual standards of practice’ (Lortie, 1975: 66) In other words, there 

may be a lack of communication due to lack of sociality unless student-teachers are 

given the chance to explore their own biographies, test out input in the classroom for 

themselves and present their own interpretations of input and personal experience in 

discussion and writing. 
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              Student-Teachers’ Lack of Personal Experience 

Student-teachers lack the experience to make personal sense of specialist 

concepts and terms. This suggests that: 

• concrete experiences and exemplars are essential for them to build concepts; 

• teaching practice and input are best provided in closely integrated cycles so 

that student-teachers can test one against the other; 

• theoretical input in ITE courses can be weighted relatively lightly as 

compared with later in the teaching career when teachers have the experience 

to make sense of it (Roberts, 1998). 

 

Student-teachers are likely to recognise their own experience, which students: 

• supervisors should display credibility and provide concrete guidelines in early 

stage of ITE; 

• students may be too ready to develop false certainty by clinging to 

supervisors’ prescriptions. 

 

A difficult task for supervisors is therefore to move from directive to 

nondirective roles. The transition can be helped along by assignments which require 

independent analysis and reasoned pedagogic decisions.  

               

              The New Language Teacher 

The circumstances of language teachers in their first post after they qualify 

vary enormously. Some have to complete an assessed probationary year, while others 

are considered fully trained on graduation. Some receive support and a reduced 

timetable; others will go straight in at the deep end. Whatever their circumstances, it 

is generally agreed that the first school strongly influences a teacher’s development. 

 

              How does a New Teacher’s Thinking Develop? 

              Self and the School 

Zeichner suggests that new teachers’ development is affected by their 

response to the relative congruence between school culture and their own values. A 

match will tend to confirm and reinforce their personal theories. In the case of a 
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mismatch, their response will determine how their theories then evolve. They may 

retain their values covertly and play along with the school or they may fit in with the 

system and begin to rethink in line with the school (‘internalised adjustment’). 

Alternatively, new teachers might affirm their values by maintaining their teaching 

style in spite of the school (‘strategic redefinition’). Zeichner cites such a case, which 

had a reciprocal effect on the culture of the whole school. Zeichner puts it: “first-year 

teachers, under some conditions at least, can have a creative impact on their work 

places and survive” (1987: 51). We should note, however, that it takes a determined 

and self-confident teacher to persist in the face of resistance from colleagues. 

 

              A Tendency to Privatism 

Lortie (1975) observes that, for teachers in his study, early experience was 

largely ‘sink or swim’: there was inadequate grading in teaching responsibilities, a 

lack of peer support and limited time with other teachers to become aware of 

alternative perspectives or to tap into an existing professional vocabulary (Lortie, 

1975: 73). He argues that as a result the first few months of work tend to be a largely 

private ordeal. He argues that this experience strongly reinforces privatist attitudes in 

later career. He contrasts this with the shared ordeal of some occupations which he 

argues produces stronger identification with a group culture. 

      

This suggests that the collegiality and support teachers experience in their 

first post are likely to contribute to their attitudes to learning from colleagues in 

future. Teacher development staff would therefore do well to try to develop support 

systems in schools that are receiving new teachers. 

 

               What do New Teachers Learn about Their Subject? 

Shulman (1987) suggests that a particularly important area of development 

lies in pedagogic content knowledge (PCK): the restructuring of subject knowledge 

to make it accessible to learners. He suggests it: 

• knowledge of the communication of subject matter; 

• knowledge about learners relevant to the communication of content (their 

pre-knowledge and what they find relatively easy or difficult) (1-22). 
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It is suggested that the transformation of content knowledge is an area of 

special concern and development in the first few years of teaching. It is also 

suggested that control over curriculum content frees the teachers to attend to student 

learning, and so gains in PCK imply that the teacher can become more capable of 

adaptive teaching. Language teachers also build a repertoire of planning criteria, 

examples and tasks which restructures their knowledge of the TL. 

 

              What are the Concerns of a New Teacher? 

Kagan (1992) observes that ITE concerns tend to carry over to the first job. 

This is perhaps to be expected, given the evolutionary nature of teacher development 

and the need to maintain esteem in a new school. 

 

The experience of the new language teacher will be affected by her status in 

the school. In some contexts a well-trained graduate with good competence in the 

target language would enjoy high status and independence. However, it seems that 

some new teachers often report frustration at their powerlessness in school hierarchy, 

surrounded as they are by established teachers who can get smoothly through the day 

and senior staff who determine school policy. Also, it is commonly reported that 

placements are not necessarily those trained for or even as even initially advertised. 

The new teacher might be saddled with responsibilities the school needs to offload 

rather than those s/he is trained for. 

 

              What does ITE Contribute? 

Research on some state ITE courses reported inadequate practical 

preparation (Chisholm, 1986). Two features stand out: 

• discipline: Many ITE in the UK failed to provide training in classroom 

management; 

• utopianism: ‘Lortie observed, university-based courses endorsed the ‘highest 

values’, as in progressive approaches, without seriously confronting the 

resistance and tactical difficulties involved in implementing them. 
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              Marginal Teachers 

Kennedy (1995) draws attention to a significant subgroup of ‘marginal 

English-language teachers, whose needs are best met in the first years of their career. 

Kennedy defines them as teachers ‘who operate consistently on the margin of 

effectiveness’ (1995: 10) whose needs reflect the social conditions of their entry to 

teaching because of short-ages, a decline in teachers’ prestige and conditions of work 

due to cuts in government spending and the absence of secure employment. 

 

On the basis of supervisor diaries and critical incident analysis, Kennedy 

identified four general areas for development: professional awareness (being aware 

that there is a problem that demands a decision); professional judgement 

(recognizing when it is necessary to intervene); professional knowledge (knowledge 

about language systems and teaching strategies); and procedural skills (‘knowing 

how’). She argues that these needs should be addressed in ITE or soon after, not in 

the later career where training seems only to benefit already competent teachers 

(Cooke and Pang, 1991). 

 

Later development activities (such as training) will be a waste of resources 

if teachers’ basic knowledge and skills are lacking. The plight of marginal teachers 

indicates the need to reform ITE or to provide compensatory training in the first few 

years of their career. 

 

             What are the Implications for a New Teacher? 

The above research findings suggest strategies for the reform of ITE and for 

support in school, as summarised below. The ’implications’ column on the left 

suggests ways in which ITE can prepare the new teacher for the first year(s) of work. 

The right-hand column illustrates school conditions where there is access to support 

from peers and from outside the school (Table 2.5).  
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Table 2.5 

Implications of ITE 
Finding Implications for ITE Implications for schools 

 
Concern with survival Provide school-based practice Offer support from senior staff 

 
Tensions with  school culture Develop awareness of 

school conditions as they are 

Provide experience of more 

than one school 

Set school culture analysis  tasks 

 

Support from within and outside 

school 

Provide help in adapting ITE 

to school conditions 

Lack of validity in the ITE 

curriculum 

ITE programme designed 

with input from schools; 

Need for formative feedback 

from schools on programme 

Access to INSET and exchange 

with other teachers (e.g. Teachers’ 

Centres) 

Support from senior staff  design 

Access to reading materials 

 
Pedagogic content knowledge Adequate classroom           

experience and                                   

responsibility                                      

planning and teaching    lesson 

sequences;  materials analysis task 

focusing  on pedagogic grammar; 

coherence between courses on 

language description and pedagogy 

for planning and teaching 

 

Access to INSET focused on     

language systems and pedagogic 

grammar 

 

Lack of power  in the system Do not expect student- teachers as 

agents of innovation 
Do not expect new teachers to act 

as agents of innovation 

Marginal teachers Improve selection 

Give training in practical skills 

Provide additional training in early 

career 
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2.4 Teacher Education Curriculum 

 

              Teacher Knowledge/What do Teachers Know? 

Teacher knowledge can be analysed as a system of knowledge bases 

(Calderhead, 1988) which suggests the main categories for an LTE syllabus (Table 

2.6). 

Content knowledge refers to teachers’ knowledge of target language (TL) systems, 

their TL competence and their analytic knowledge. 

Pedagogic content knowledge refers to the knowledge of language we need to 

teach. It includes our awareness of what aspects of the target language are more or 

less problematic for our learners, a personal stock of examples and activities by 

which to communicate awareness of systems; and a sense of what aspects of the TL 

system to present now and which to leave for later. 

General pedagogic knowledge refers to classroom management skills: a repertoire 

of language learning activities appropriate to different situations; the use of aids; 

monitoring and feedback; and formal assessment of learning.   

Curricular knowledge refers to, for example, awareness of materials that are 

available and the nature of examinations. 

Contextual knowledge refers to awareness of the characteristics of learners, schools 

and the wider system which guide one’s conduct and help anticipate the reactions of 

others. 

Process knowledge consists of a set of enabling skills, that is skills and attitudes that 

enable the development of the teacher. These apply within and beyond courses: 

academic study skills, collaborative skills (such as teamwork, active listening and 

constructive criticism), inquiry skills (such as observation and self-evaluation); and 

finally ‘meta-processing’: the skills and attitudes of self-awareness and self-

management.  
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Table 2.6 

Expertise: types of language teacher knowledge (Eraut, 1994) 
Content knowledge                                                                  Curricular knowledge 

 Knowing target language systems, text types etc                   Of the official language curriculum      

 Pedagogic content knowledge                                              (exams, textbooks) and of resources 

 (Content restructured for purposes of pedagogy) 

 Adapt content and means of communicating linguistic          Contextual knowledge 

 knowledge according to learners’ needs                                 Learners: knowledge of their 

 General pedagogic knowledge                                             characteristics; appropriate 

 Principles and strategies for classroom management             expectations 

 Planning and formative evaluation                                          School: norms of behaviour in  

 Classroom management                                                          class and with colleagues       

 Repertoire of ELT activities                                                    Legal accountability 

 Aids and resources                                                                   Community: expectations and 

 Assessment                                                                               accountability 

                                Process knowledge 

                               Ability to relate to learners, peers, parents  

                               Study skills 

                               Team skills 

                               Observational skills 

                               Classroom inquiry skills 

                               Language analysis skills                 

 

 

A Proto-Syllabus of Objectives 

 

This syllabus is no more than a checklist of possible course objectives. The 

main categories used here reflect a construction of the main knowledge bases of 

language teaching; content knowledge of the language; theoretical knowledge about 

language structure and use; contextual knowledge of the curriculum and schooling; 

pedagogic skills, planning, evaluation and classroom management; immediate 

enabling skills and skills and attitudes promoting further development after 

qualification. Roberts (1998) shows the standards English teachers must reach: 
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1 The English Language 

1.1 The nature of communication and linguistic systems 

Systems 

• Understand and use terminology for description of English formal systems 

(syntax, vocabulary, phonology, text types, discourse above the sentence 

etc.). 

• Understand form-meaning relationships (speech functions, grammatical 

concepts etc). 

• Understand and use terminology for description of English language skills 

and sub-skills (receptive and productive). 

• Understand and use classification of language competence relevant to 

syllabus and materials design (structure, topic, skill, lexis, task, etc.). 

• Understand and apply to own use of English major differences between 

English in structure and use and own L1 other relevant languages. 

• Know of and be able to use reference material on English language as 

relevant to learners’ needs. 

• Be able to apply systems of analysis to texts and samples of classroom 

interaction. 

Variation 

• Understanding of language variation: aware of the nature of personal 

language variety; aware of language variation according to its context and 

purpose; awareness of text types and genres. 

• Awareness of relevance of textual variation in the curriculum. 

• Appreciation of characteristics of authentic language and idealised text for 

language teaching uses. 

Pedagogic grammar 

• To translate linguistic description into material for student learning. 

• To anticipate and analyse the nature of learner difficulties with aspects of the 

system of English (grammar, vocabulary, phonology, discourse, meaning-

form etc.). 

• To prepare explanations/tasks to resolve learner difficulties with language. 
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Language in society 

• Understand the status and role of English in one’s country (in EFL settings); 

its significance in education and the L1 culture; the effect of its social role on 

the expectations and attitudes of learners; the role of English in its major 

areas of use, e.g. trade, tourism, science and technology. 

• Understand the status and role of English in a range of different countries and 

communities; its significance in education and the L1 culture; the effect of its 

social role on the expectations and attitudes of learners. 

• Be aware of variations in L1 and TL social functions: dialect, creoles, lingua 

franca, bilingualism, code mixing and code switching. 

Personal language competence 

• Be able to meet standards appropriate to the context of employment in 

speaking and writing (accuracy, intelligibility, fluency, expression of 

meaning by appropriate stress, intonation, rhythm and style) and listening and 

reading (recognition of intention, of formal and stylistic error). 

• Demonstrate adequate oral English competence for pedagogic purposes: e.g. 

telling a story; reading dialogues; giving instructions; explaining concepts 

and other aspects of English systems; monitoring learners’ English; use of 

prompting and encouragement; identifying errors in form and meaning; 

offering appropriate and accurate corrections. 

• Be able to recognise native English speech (prepared and spontaneous; 

formal and informal) in a range of voices and major dialects. 

• Have an adequately wide receptive and productive vocabulary, including 

idioms. 

• Have command of strategies for the inference of unfamiliar words from 

context. 

• Demonstrate adequate literacy in providing examples of written English as 

appropriate to the curriculum and learners’ level (e.g. notices, letters, 

comprehension questions, test items and rubrics, short dialogues, short 

narratives, summaries). 

• Be able to prepare classroom materials (e.g. adapt and simplify texts). 

• Be able to assess and give feedback to learners’ written English. 
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• Demonstrate the ability to use appropriate published texts on English 

teaching as input to their own planning or implementation. 

• Be able to write comprehension questions appropriate to the text. 

• Show the ability to identify the type and purpose of a text; to recognise 

implicit and inferential content relevant to teaching requirements. 

• Be aware of own language variety (according to L1 and idiolect). 

• Demonstrate adequate study skills to enable English medium study. 

2 Theory 

Language learning 

• Be aware of past and current theories of formal language learning and natural 

acquisition as relevant to the language curriculum. 

• Understand and compare major approaches to language teaching (grammar 

translation, audio-lingual method, task-based etc.). 

• Understand the implications of approaches for the personal concerns of 

individuals and the curriculum in general. 

• Understand differences between young and adult learners. 

3 The context of teaching 

Learners’ needs 

• Understand the characteristics of learners being worked with (in teaching 

practice or elsewhere), with special reference to their expectations of ELT 

instruction based on their prior experience of education; expectations may be 

social (how classes are run); affective (nature of relationships) or cognitive 

(the manner of formal language learning). 

• Appreciate the significance of working with monolingual and 

multilingual/mixed-culture classes. 

• Appreciate the significance of English for learners’ general development and 

educational concerns. 

• Adapt teaching strategies in the light of the composition of the class (mono-

/multilingual). 

• Understand the purposes and motives of learners as regards English 

instruction. 
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• Understand and apply to teaching differences between both individual 

learners and types of learners. 

• Understand cognitive and emotional needs of learners. 

• Relate the above variables to different styles of instruction that may be 

appropriate (directive/nondirective). 

• Appreciate the needs of learners of different ages: children, young adults, 

working adults. 

School conditions 

• Understand and apply to teaching relevant aspects of the learning situation: 

resources, physical conditions on class, school culture, parental relationships 

with the school etc. 

• Appreciate the effect of class size on teaching: from one to one, to small 

groups (to around 15), to large classes (40+). 

• Understand how a school is managed and administered, including the roles of 

senior staff. 

The curriculum 

• Be able to recognise the basis for the design of a syllabus or textbook 

materials. 

• Be aware of different genres of ELT syllabus (general English; English for 

special purposes (ESP); business English. 

• Understand the connection between variations in ELT curricula and 

contextual variations (learners’ needs, culture, social function of English, 

institutional conditions). 

• Be aware of learning-to-learn activities to improve learners’ strategies. 

• Be aware of the function and methodology of curriculum evaluation as it 

affects practice. 

• Be aware of relationship between the English curriculum and other aspects of 

the curriculum followed by learners with potential use of cross-curricular 

activities. 

• In EFL settings, know the history of education in one’s own country, and the 

basic principles and structure of the present system. 
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• Understand the nature of the national education system as it affects learners: 

examinations, the syllabus. 

4 Language pedagogy 

Planning and evaluation 

• Understand the value of planning to meet learner needs. 

• Take into account learners’ predispositions, language learning needs, interests 

and prior knowledge (of language and general knowledge). 

• Identify the assumed level of language and other knowledge of learners on 

which planning of objectives is based. 

• Apply criteria to the setting of objectives: the range of categories that can be 

used; clarity; measurability; feasibility; loading. 

• Apply criteria for the selection of appropriate teacher roles, lesson focuses 

and lesson types. 

• Be aware of a range of options in the development of learning activities 

within a lesson and between lessons (PPP; alternatives), balancing topic, task 

and language. 

• Apply a series of decision points: establishing aims, objectives, selection of 

language focus, selection of skills, expected difficulties, timing and changing 

teacher/learner roles. 

• Be able to give a coherent explanation of the objectives of the lesson and the 

rationale for these objectives. 

• Assess and select materials and resources. 

• Have access to and select appropriately from a repertoire of exercises, 

activities and tasks, with consideration of learners’ needs in language 

learning, cognition and affect. 

• Demonstrate the ability to develop sequences of classroom activity to support 

language learning (e.g. by effective skill integration). 

• Be able to plan units of work ranging from a single lesson to a term. 

• Be able to modify or translate a general syllabus into a programme adapted to 

the needs of a particular group of learners. 

• Monitor appropriate aspects of the lesson while it is in progress. 



 
 

 
 

102

• Evaluate lesson as planned and lesson as it occurred, using both personal 

reflection and feedback from others. 

• Use the evaluation of lessons for subsequent lesson planning. 

• Be able to adjust units of planned work in the light of progress tests and other 

feedback. 

Classroom management 

General classroom management skills 

• Physical organisation: can arrange classroom to suit the lesson and the 

learners; can manage whole, group and pair work. 

• Presence: exhibit rapport with learners. 

• Climate: develop a positive learning atmosphere and show awareness of 

group dynamics and interactions between learners. 

• Show effective management of time in learning activities: variety, staging, 

weighting and pace. 

• Keeping learners on-task: application of strategies to maximise on-task 

behaviour and learner co-operation. 

Managing learning outside the classroom 

• Be able to prepare and set appropriate homework tasks. 

• Devise appropriate homework marking schemes for normal and large classes. 

• Foster independent language learning outside class according to opportunities 

available. 

Personal 

• Teacher use of English: adjust own use of English to the level of the class; 

give effective instruction; employ appropriate forms of correction; convey 

meaning; develop a consistent position as regards the place of L1 and TL in 

classrooms, limit amount of teacher talk to an appropriate level. 

• Be able to check on learners’ understanding. 

• Use of materials and resources: appropriate use of wide range of materials 

and resources. 

• Adjust teaching strategies to match state of resources available. 

• Monitoring and evaluation in class: be able to identify where the whole class 

and individuals have made progress; identify where whole class or 
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individuals need additional work; use formal and informal methods to do this 

(monitoring, learner self-assessment, achievement testing etc). 

• Monitoring. Identify and keep adequate records of individual learner 

progress. 

• Demonstrate flexibility (the ability to respond appropriately to unpredicted 

incidents and learner responses). 

• Be able to offer and receive feedback on personal performance in teaching. 

• Be able to evaluate own performance by reflection and feedback from others. 

• Be able to apply self-evaluation to subsequent teaching. 

ELT procedures and techniques 

• Understand the rationale of classroom procedures and criteria for appropriate 

use in different contexts. 

• Recognise and implement effectively an appropriately varied repertoire of 

classroom procedures for the support of language learning (aspects of 

language systems, skill development, fluency and self-expression). 

• Meet learners’ needs at phases of presentation of concepts or materials; 

establishing and checking understanding; leading controlled forms of 

language practice; forms of skill practice; giving opportunities for self-

expression. 

• Employ effective types of activity; involve all learners, when of different 

levels. 

• Correct students’ language appropriate timing and strategies. 

Formal assessment 

• Understand the purpose and the nature of formal assessment methods: 

placement, achievement, diagnostic tests etc. 

• Be able to recognise good and bad language tests. 

• Be able to select, adapt or prepare valid language tests and marking schemes 

appropriate to their purpose and context (progress tests, achievement tests). 

• Prepare learners for public examinations, both local and internationally 

recognised. 

• Be able to interpret test results: as evaluation data; as diagnostic data for 

subsequent teaching. 
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Resources and materials 

• Develop criteria for the evaluation and selection of materials according to 

variations of learner need and context. 

• Be aware of sources for commercially produced materials and locally 

produced non-commercial materials (learner materials and teacher materials, 

including testing). 

• Be familiar with media and literature relevant to learners’ interests and 

language needs. 

• Be able to adapt existing materials to meet the needs of particular groups of 

learners. 

• Be able to prepare, evaluate and revise supplementary materials (aids, task 

sheets, tests etc.). 

• Be able to select and edit as necessary appropriate authentic materials. 

• In limited resource settings, adapt materials where students have no 

textbooks. 

• Understand the value of organising classroom resources and displaying 

information and language materials. 

• Understand function of self-access materials and learning centres and support 

learners to use such facilities. 

5 Immediate enabling skills 

Observation 

• Observe other teachers and use systematic methods. 

• Relate observations to their own assumptions and practice. 

• Relate observations to theory on language learning. 

Self  

• Reflect on personal experience of second language learning and self as 

language learner. 

• Monitor personal use of English in the classroom (e.g. by recorded excerpts) 

and assess the need for change. 

• Be able to identify a personal change in practice (use of English, procedures, 

testing etc.) and use appropriate means to monitor the change, draw 
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conclusions on its outcome in the classroom and relate these to future 

practice. 

• Develop skills of inquiry for use in further independent development by 

means of, e.g., classroom analysis, linkage to public theory, learner profiling, 

systematic curriculum development by means of piloting and evaluation. 

Study skills 

To be able to meet the requirements of participation in an English medium ITE 

programme: 

• to demonstrate functional reading skills of speed, reading selectively for 

relevant information, knowledge of specialised lexis; ability to infer lexical 

meaning from available clues; to infer implied meaning; to recognise 

connections above sentence level; 

• to be able to make coherent and economic notes from reading; 

• to be able to make coherent and economic notes from lectures; 

• to be able to participate in course activities: to give oral presentations (with 

visual aids); discussions; role plays; questioning and responding to others; 

• to be able to write in a range of styles as needed, e.g. formal academic; 

narrative; letters; informal; 

            - to be able to prepare assignments; 

            - to use a library referencing system; 

            - to select relevant information from abstracts and full sources (e.g. journals);     

            - to plan and draft with coherence; 

            - to self-edit drafts; 

            - to recognise and avoid plagiarism; 

             - to apply conventions of presentation (e.g. referencing, bibliography). 

6. Further independent development 

Self-awareness 

• Be able to assess personal strengths and weaknesses. 

• Appreciate the nature of training to date. 

• Be orientated to reflect critically on personal practice, in the light of 

monitoring and assessing learners, self-management (awareness of 

assumptions). 
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• Be aware of pedagogic traditions affecting other teachers and a range of 

learners. 

Language 

• Be able to recognise native English speech (prepared and spontaneous; 

formal and informal) in a range of voices and major dialects. 

• Be able to initiate and participate in conversation with native English 

speakers and those of other dialects. 

• Be able to access published texts which can contribute to further professional 

development (e.g. professional journals; the media; literature). 

Career 

• Appreciate the importance of further professional development. 

• Be aware of opportunities for further development. 

• Be aware of aspects of employment (conditions of contract) and career 

prospects. 

• Be aware of recognised EFL qualifications for both teachers and learners.  

Sources of development 

• Be provided with understanding and skills for classroom research, including 

collaborative curriculum development. 

• Be aware of sources of professional information and exchange of ideas 

(associations, journals, etc). 

• Be orientated to reflect critically on personal practice, in the light of public 

theory on teaching and the curriculum. 

Professional conduct: role in school 

• Meet occupational standards of conduct, e.g. personal organisation, 

responsibility, confidence, self-presentation, co-operation with colleagues. 

• Be able to deal with learners in terms of their personal needs and feelings; 

demonstrate interpersonal skills towards learners and colleagues (respect, 

attention, etc.). 

• Be orientated to attend to feedback and professional views of others. 

• Be orientated to attend to feedback from peer observation and appraisal 

procedures. 

• Be orientated to collaborative work with fellow teachers. 
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• Be orientated to offer support and practical suggestions to colleagues 

regarding their teaching. 

• Appreciate the qualities of learners’ mother culture; be alert to cultural norms 

and expectations in and out of the classroom. 

• Show commitment to equality of opportunity for all students. 

• Be aware of legal conditions applying to teaching, including copyright, 

statutory aspects of examinations and curriculum. 

Management functions 

• Resources: be familiar with principles of managing teaching resources 

(cataloguing, controlling use, evaluating) and be able to set up systems of use. 

• Be able to keep class and student records as appropriate. 

• Be able to hold effective meetings with colleagues, students and parents.  

 

What is Teaching? 

 

Is teaching in essence a matter of playing by the rules or of breaking the 

rules? Is it a matter of following well-worn paths or of striking out in a new and 

personal direction? Is it a matter of principles or of preference, of prescriptions or of 

personality of experience or talent? 

 

Disjunctive questions such as these about the nature of teaching realise an 

opposition which is often stated as one between ‘craft’ versus ‘art’, or - particularly 

in the fields other than teaching – of ‘science’ versus ‘art’. Yet, teaching is not 

accurately described as ‘art’ versus ‘science’ or ‘art’ versus ‘craft’. Teaching is not a 

closed body of information and skills but a fuzzy set of content knowledge, working 

principles and behaviours acquired top-down and bottom-up, deductively and 

inductively, by individual teachers. As Freeman (1994:11) has remarked,’ teaching is 

more than simply putting knowledge into action; it is a fabric of interpretation’. 

 

Rather than being either ‘art’ or ‘science’, ‘art’ or ‘craft’, teaching is in fact 

an active process in which the characteristics of the practices represented by both 

sides of such oppositions are blended to form a profession. Teaching-as-profession 
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integrates internal and external knowledge, personal and shared experience. In this 

sense, teaching-as-profession bridges the subjective and the inter-subjective aspects 

of teaching, in an interaction of ‘art’ and ‘science’ and ‘craft’. 

 

In conclusion, teaching is neither a matter of playing by the rules nor of 

breaking the rules, of toeing the line nor of stepping over the line. It is – like most 

things in life – a question of flowing between extremes. Teaching is neither art nor 

craft, magic nor science; it has a bit of all these elements mixed together. Teaching is 

what is rightly termed a profession in the sense of a reflective enterprise built at the 

interface between theory and practice, between collective and individual knowledge. 

 

Knowledge-Centred and Person-Centred Paradigms 

 

The models of teaching and of LTE reflect distinctions which are 

fundamental in our culture: different paradigms of knowledge, how knowledge is 

obtained and how it guides our actions. 

 

Our starting point is that 

       The paradigms, slogans and beliefs that we use to justify particular 
approaches to teacher education tend often to be relatively simple and contrast 
sharply with complex picture of learning to teach that is currently emerging from 
research on student teachers and on comparisons of experienced and 
inexperienced teachers. (Calderhead, 1990: 154-55) 

 

Our perceptions of teaching and teacher knowledge are orientated by 

fundamental distinctions which underpin such contrasts as the ‘what ‘and ‘how’ 

orientations in the language syllabus and models of teacher as operative or teacher as 

problem-solver. Such contrasts are derived from two opposing traditions, 

respectively the positivist (knowledge-centred) and phenomenological (person-

centred) paradigms of knowledge. These traditions are part of our culture and 

inevitably form part of the landscape within which each of us constructs our 

knowledge of the world. The social constructivist perspective tells us that each of us 

draws on traditions available in society from which to construct our view of the 
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world and of ourselves. The role of these paradigms in orientating our thinking 

nicely demonstrates the social constructivist view. 

 

Table 2.7 summarises the realisation of these traditions, in views of the 

curriculum, the person, the teacher and LTE. We suggest that the ‘knowledge-

centred’ paradigm underpins the notion of person as ‘input-output system’ and 

model-based learning. The person-centred paradigm underpins humanistic and 

constructivist perspectives. 

 

Table 2.7 

Paradigms, views of the person and LTE (Roberts, 1998:111) 

Paradigm                   Knowledge-centred                           Person-centred 

                                    The natural science                             Humanism paradigm: 

                                    paradigm: positivism                          phenomenology 

                                    External perspective:                          Internal perspective:                   

                                    Behaviour is determined                     behaviour is self-determined 

                                    by environment     

                                    Focus on objective knowing               Focus on personal knowing 

View of curriculum   Type A: ends focus                            Type B: process focus 

                                    (e.g. grammatical syllabus)                (task-based syllabus) 

View of person           Person as input-output system           Person with self-agency 

View of teacher          Operative/ employee                         Professional/ free agent 

Aspect of LTE            Model-based LTE                             Nondirective intervention 

                                                                                              ‘Whole person’ change and 

                                                                                               affective reactions 

                                                                                               Person as constructivist 

                                                                                               Focus on change in thinking 

                                                                                               Reflection on personal  

                                                                                              models and direct experience                                  
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Positivism: A Knowledge-Centred View 

 

The positivist view asserts that ‘the aims and methods of natural science 

should be applied to all realms of knowledge, including the study of people’ (Roth, 

1990: 829). 

 

Positivism developed as a reaction to mentalist view (introspection and 

mysticism as roads to knowledge) and so its goal is to establish objective truth in the 

form of general natural laws, built from empirical observation and free from 

superstition and false beliefs: 

 

      The only significant statements about the world were to be based on empirical 
observation, and all disagreements about the world could be resolved, in 
principle, by reference to observable facts. Proportions which were neither 
analytically i.e. logically or empirically testable were held to have no meaning at 
all (Schön, 1983: 31-32). 

 

The experimental method is the essential tool for a positivist approach to the 

creation of knowledge. In terms of human learning, behaviourist psychology is the 

classic example of a positivist approach to making knowledge about human 

behaviour. It is constructed from empirical observation in the framework of 

experimental research designs and is intended to produce general laws about human 

behaviour. 

      

In teacher education, a positivist approach is represented by curricula which 

assume that the presentation of generalised knowledge about teaching is an adequate 

form of professional preparation and which view ‘practical knowledge of anything as 

simply a matter of relating the most appropriate means to whatever objectives have 

been decided on’ (Wallace, 1991: 8). We can therefore see model-based LTE as 

consistent with a positivist/ external paradigm of knowledge. 
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              Positivism and the Transmission of Knowledge 

It is argued that knowledge made by the natural science method is most 

likely to be transmitted, by ‘imposition from above and from outside’ (Dewey, 1938: 

18), because it is external to and independent of the personal knowing of individuals 

and because it is the property of an elite (researchers, academics, teachers, experts). 

It is for this reason that we can refer to a positivist approach to professional 

education as an applied science model. 

      

There are two main criticisms of this form of knowledge: that it cannot be a 

sufficient guide to action, and that it leads practitioners to overdependence on 

experts. 

 

Phenomenology: A Person-Centred View 

 

             To a phenomenologist, the task of description is to explain the meaning 

people give to their own experience. It is ‘concerned with understanding conscious 

experience, personal meaning and the experience of what it is to be human, rather 

than explaining behaviour through general laws’ (Roth, 1990: 830). In summary, its 

characteristics are: 

• it  presents a picture of persons as self-determining because their own 

representations of the world guide their actions; 

• it tries to understand behaviour by understanding the perceptions of the 

person; 

• it recognises the unique configuration of factors that provides the real-life 

context for us to think, act and learn; 

• it accepts that people act in settings that are variable and unpredictable. 

 

This view supports an approach to teacher education which will emphasise 

the preparation of teachers to cope with the unpredictable: to recognise unique 

combinations of circumstances and to act effectively within them. It denies any 

approach to LTE based exclusively on the imitation of models. 
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Humanistic and constructivist theories are within the phenomenological 

tradition because they embrace ‘the individuality, awareness, agency and self-

determination of people (Roth, 1990: 830). The essence of humanistic theory is its 

notion of self-agency, the self-determining power of persons. The essence of 

constructivism is that it views each person building a mental representation of the 

world which guides their learning and behaviour. This private representation 

overlaps with others (the basis for communication and social life) but not entirely. 

This implies that individuals act differently in part because they have perceived the 

world differently. 

 

There are at least two ethical implications of the humanistic and 

constructivist positions: 

• we should recognise each person’s self-determination, their right to internally 

motivated actions; 

• we should accept the legitimacy of each person’s interpretations of the world 

rather than dismiss them as untrue or merely subjective or idiosyncratic. 

 

However, these notions cannot be applied in LTE design without 

considering teachers’ cultural and political worlds. Knowledge-centred and person-

centred perspectives naturally associate with different political and moral beliefs. 

Conservative or authoritarian systems, especially those which implement centralised 

curricula, are unlikely to be sympathetic to principles of pluralism and independent 

decision-making by teachers. 

 

Political / cultural climate and LTE policy are not readily separated. A 

centralised or authoritarian system will tend to endorse a positivist approach to 

knowledge and the related assumptions about teacher learning. On the other hand, 

democratic capitalist cultures provide a climate favourable to a phenomenological 

view. Their emphasis on individualism gives value to each person’s unique 

perceptions of the world. In contrast, group-orientated cultures might reinterpret the 

individual’s exercise of autonomy as license, irresponsibility or, at least a threat to 

harmony (Kramsch and Sullivan, 1996). 
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               Value of paradigms 

Design requires us to formulate objectives and to do this requires us to ask 

some difficult questions: 

• What do experienced teachers know? 

• What does their work consist of? 

• How do they learn to teach? 

• How does public, objective knowledge affect teachers’ actions? 

 

These are issues of epistemology. Decisions about types of knowledge; how 

it is acquired; how it is communicated (i.e. transmitted between social groups); how 

individuals construct their personal knowledge of the world, and how it guides 

action: all require epistemological assumptions which are also inseparable from 

moral assumptions. As a single example, if we believe that what teachers know about 

using new materials has value, and that this knowledge should be taken into account 

by central curriculum planners, it would suggest INSET by means of curriculum 

inquiry. This would be to adopt a political stance as regards the power teachers 

should have in the curriculum they implement. 

 

Therefore, the nature of teacher knowledge is not merely an academic 

matter (i.e. irrelevant and self-indulgent). All providers need to reflect on the 

assumptions which underlie the teacher education curriculum they are helping to 

shape and transmit. Issues in epistemology are not limited to the concerns of 

academics, in their ivory tower upon the ‘hard high ground’ (Schön, 1983: 42) while 

practitioners try to cope with the messy confusion of real situations, ‘the swampy 

lowlands’ where they have to make day-to-day decisions (1983: 43). These issues are 

of deep personal importance to teachers because they determine the basis of 

professional training, the respective status of teachers’ knowledge and that of 

experts, and the extent to which we expect teachers to take control of their own 

learning. 
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In the field of ELT, positivist and phenomenological views of knowledge 

underlie contrasted views of the syllabus and the roles of teachers and learners as 

summarised by White (1988: 44-45), as follows: 

 

Table 2.8 

Positivist and phenomenological views of knowledge, roles of teachers and 

learners and syllabus (White, 1988: 45) 

Type A   what is to be learnt?                             Type B how is it to be learnt? 

Interventionist 

External to the learner                                          Internal to the learner 

Other directed                                                       Inner directed or self-fulfilling 

Determined by authority                                       Negotiated between learners and teachers 

Teacher as decision-maker                                   Learner and teacher as joint decision- 

                                                                              makers 

Content: what the subject is to the learner           Content: what the subject is to the expert 

Content: a gift to the learner from the                  Content: what the learner brings and wants  

teacher or knower 

Objectives defined in advance                             Objectives described afterwards 

Subject emphasis                                                  Process emphasis  

Assessment by achievement or mastery               Assessment in relationships to learners’   

                                                                              criteria of success 

Doing things to the learner                                   Doing things for or with the learner 

  

 

A design checklist 

Approach 

Model competence (what is teaching? what is language teaching? what is effective 

ELT?). 

Model of learning (how do people learn to teach?) 

Proto-syllabuses (general categories of content/process). 

Design 

Requirements of the education system 

General conditions, e.g. religious cultural and political imperatives. 
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National mission, e.g. English standards as access to economic development or 

gateway to higher education; associated skills and competence demanded of English 

teachers. 

National legal requirements, e.g. syllabus, range and choice of textbooks, 

examinations, medium of instruction, leaving age. 

National pragmatic requirements: relative shortage or sufficiency of teachers; 

political needs of government to satisfy interest groups. 

Resources 

In the education system: per capita spending on students, teachers and teacher 

education programmes (affects design in terms of materials available, teacher-student 

ratios, and setting-mixed ability TL classes); teachers’ pay levels and hours per week 

teaching (which affect staff numbers, staff-participant ratio, location of programmes, 

facilities). 

Teaching situations 

School characteristics: physical dispersal; resources, institutional climate, rules and 

norms; management styles, role of teachers, teacher-teacher relationships. 

Learner characteristics: mother tongue; exposure to the TL out of school; perceptions 

of subject. 

Teachers’ work characteristics: role in the curriculum; classroom conditions (ratios, 

resources); expectations from peers and students; expectations from the community; 

official teaching load; additional workload. 

Providing institution 

Legal imperatives (e.g. assessment, teaching practice time) 

Institutional culture: leadership style; rules and norms; expectations of staff and staff 

relationships 

Resources: 

Staff-participant ratios; group sizes, staff/participant mobility; duration and structure 

of programmes, options in supervision styles, availability of space, reading materials, 

teaching practice opportunities for follow up after immediate training. 

Providers and participants 

TL language competence; previous education. Perceptions of own role, of 

relationships with participants, of the language curriculum. 
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Role-related experience and skills. 

Predispositions as providers or as participants: expectations of directiveness; 

receptiveness to change; flexibility; reflectiveness; attitude to collaboration with 

peers. 

Current workloads and available programme-related time. 

Personal priorities. 

Expectations of future work. 

Needs assessment 

Formal or informal identification of participant needs; target situation analysis; 

learning situation analysis. 

Programme goals and objectives  

Choice of categories when writing objectives, according to the model of teacher 

competence adopted. 

Priorities: determined by most pressing local factors, e.g. government policy; recent 

curriculum change; teacher shortfall etc. 

Selection of objectives. 

Timetabling: sequencing, weighting, integration. 

Specific course design: content, method, roles and relationships, materials and task 

design. 

Role descriptions 

ITE: e.g. providers to offer input in varied modes and at appropriate level of 

challenge; set tasks; organise training activities; observe and give feedback; offer 

support; assess progress; make summative assessments; be fully knowledgeable in 

TE curriculum content and requirements; conduct selection procedures; design whole 

or part of ITE programmes; manage or collaborate with colleagues. 

INSET: e.g. conduct needs assessment; provide input; support independent 

collaboration and reflection; offer support; conduct evaluation and programme 

revisions. 

Assessment: meet legal requirements and programme objectives. 

Forms of evaluation: input to formative and summative evaluation; structures for the 

consideration of evaluation data. 
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Procedure (Implementation) 

Cycle: plan, perform, monitor 

Nature of discourse: types of interaction between participants and providers implied 

by objectives. 

Formative adjustments: short-term changes 

 

          

2.5 Initial Teacher Education 

Zeichner and Gore (1990) state that there are three major components in 

pre-service education that can influence initial teacher socialization. 

1. general education, that is, university liberal arts and science courses 

completed outside faculties and colleges of education; 

2. methods and foundations courses usually completed within education 

faculties; 

3. field-based experiences usually carried out in classrooms. 

 

It turns out that we do not know much about the above three components, 

but there are intriguing issues emerging. First, there is a trend toward strengthening 

academic subject-matter preparation and other liberal arts components such as social 

science and humanities. Second, the issues get more interesting as we move to the 

professional components of pre-service teacher education progress, which normally 

include college of education courses (subject methods and foundations) and field-

based elements in a one-year post-liberal arts program. The third component of 

teacher preparation – field-based or practice teaching – has always been more valued 

by students and its presumed practicality has led to increases and extensions of 

nearly all programs. For example, Griffin (1989) found that student teaching involves 

a very limited range of classroom activities and student teachers tend to be in a 

relatively passive role, experience a narrow range of opportunities to learn to teach 

and have been isolated from other school activities and that there is fragmentation 

and lack of clarity of purpose between the university and school educators governing 

student teaching. He concludes rhetorically, “If novices are introduced to teaching as 
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individualistic and particularized practice, what consequences are in store for same 

teachers who may be called upon to engage in mentor programs, induction schemes 

and peer evaluation procedure?” 

 

Among the problems are the criteria for selection of supervising teachers, 

the limited or nonexistent in-service available for supervising teachers in their role, 

the often hit-or-miss experiences of student-teachers, who can end up at various 

times with wonderful mentors and drill sergeants. At a minimum, as Zeichner and 

Gore (1990) observe, the knowledge-base related to the impact of practice teaching 

on students is “notoriously weak.” 

 

The point of all this is not that initial teacher preparation has no effect. 

Rather, it is that the quality of program experiences probably varies greatly. For 

instance, Hollingsworth (1989) is engaged in a longitudinal study of changes in pre-

service teachers’ knowledge and beliefs involving 14 student teachers in a fifth year 

program. She compares pre- and post-program beliefs. She claims that there are at 

least three knowledge bases that teachers need to acquire to be effective: 

• subject-matter – both the content and how to teach the content, 

• general management and instruction pedagogy, 

• knowledge of ecology of the classroom – knowledge of students learn and the 

ability to diagnose and evaluate the learning process and outcomes. 

 

Goals of Induction Programs 

The goals of induction programs, according to Huling-Austin’s (1990) 

review, vary greatly but typically include: 

1. to improve teaching performance, 

2. to increase the retention of promising beginning teachers, 

3. to promote the personal well-being of beginning teachers by improving 

teachers’ attitudes toward themselves and the profession, 

4. to satisfy mandated requirements related to induction and certification, 

5. to transmit the culture of the system to beginning teachers. 
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 Cole and McNay (1989: 9) identify four major goals of induction programs: 

1. orientation: integrating beginning teachers and teachers to the setting, into 

the professional and social fabric of the school; 

2. psychological support: promoting teachers’ professional and personal self-

esteem and well-being; 

3. acquisition of refinement of teaching skills; attending to the development 

of knowledge skills  and attitudes in those areas related to daily classroom 

teaching in which teachers feel in most need of support. 

4. development of a philosophy of education: including habits of reflective 

practice and commitment to continued professional growth.  

 

Initial teacher education courses vary enormously: from a four week 

intensive course for private-sector teachers to a four or five-year degree course in the 

state system; from emergency training to meet a shortage in secondary schools to 

education for a lifelong career in language education. 

               

A particular complication is that a clear-cut distinction between ITE and 

INSET only applies to teachers, usually in state systems, who have followed the 

conventional sequence of school-ITE-teaching-INSET. In ELT, in contrast, many 

teachers have done other jobs before turning to teaching, while others start teaching 

with no ITE and take their first course after years’ experience. Their approach to ITE 

will certainly be different from that of an inexperienced school-leaver. We cannot 

really address all the possible variations, and so have to discuss design in general 

terms, backed up by examples. Therefore, in this chapter, two issues will be 

considered: the effect of pre-existing factors on design choices (see Table 2.9) and 

the principle of coherence, the integration between different course components 

(Wallace, 1991: 153). The main types of activity to be integrated will be summarised 

and an ITE proto-syllabus of possible objectives will be suggested. 
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Table 2.9 

ITE design parameters (adapted from Wallace, 1991: 153) 

 

                Accreditation requirements 

 

Intake: numbers,                            Geography  

full/part-time involvement,            Income and costs 

characteristics  

 

Course duration and                      Staff conditions of work: 

structure                                        full/part time, nature of role 

   

            Staff weaknesses, strengths and attitudes 

 

 

Preconditions and Design 

 

Design is affected by preconditions which are often beyond the control of 

individual providers. At the broadest level, the goals of an ITE programme are 

determined by its place in the education system as a whole, and by its social purpose. 

Regarding its place in the system, we should distinguish clearly between the state 

and private systems. In the state sector, an ITE programme will be part of the general 

teacher education structure of the country. It will take forms that are determined by 

history and educational traditions, the resources available and the status of teachers. 

A critical feature of state-system LTE is that it is bound by government policy and a 

legally enforced framework of requirements. The function of private-sector LTE is to 

meet the needs of private-sector schools and it is funded by fee-paying trainees. As 

such, the requirements of employers and the constraints of operating on a fee-only 

income will influence design preconditions. 

 

The purpose of an ITE programme will depend on such structural factors as 

the occupational status of teachers in society and the demand for teachers in schools. 
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A complex picture with two extreme cases will be illustrated. If there is a crisis of 

teacher supply in state schools, then the priority will be to provide large numbers of 

adequately competent teachers. This may require emergency programmes such as 

apprenticeship schemes, or ‘eased entry’ schemes or shortened programmes so that 

the intake can be deployed back in school as quickly as possible. In a situation where 

teachers’ social status is high and where there are no shortages, then programmes are 

likely to be relatively lengthy and with demands equivalent to any other higher-

education qualification. Therefore, providers in the two situations will be working 

with entirely different training agendas set by these preconditions. 

 

In Table 2.9, the main preconditions, whose effects on design are discussed 

under the subheadings below are summarised. In the real world, each context will 

produce a unique mix of these preconditions, requiring a series of unique decisions. 

 

              Accreditation and accountability 

Accreditation requirements usually fix basic design parameters such as: 

• course hours, 

• time for teaching practice, 

• compulsory subjects; 

• optional subjects, 

• assessment. 

 

While these requirements are non-negotiable, they may be relatively 

restrictive or open in different situations. The degree of official monitoring and 

accountability can similarly vary. Accrediting bodies may leave staff relatively free 

of oversight or alternatively, they may impose strict conditions which impinge on 

providers’ work. For example, staff are subject to no fewer than seven different 

forms of scrutiny and accountability, a combination of internal quality assurance 

procedures and the legally enforced external demands of a government agency.. 

              Geography 

The relative physical concentration or dispersal of participants directly 

affects design. Concentration enables at least two course structures: long-term drip-



 
 

 
 

122

feed (e.g. one half-day a week for a year) or long-term intensive (e.g. resident 

students on a one–year degree course). 

 

In contrast, if participants are widely dispersed and if travel is difficult, then 

courses either have to be dispersed or offered as infrequent blocks (e.g. two-week 

blocks in a year) or as is increasingly popular, as distance programmes with 

occasional course-based sessions. 

 

These different structures are bound to have profound effects on objectives, 

• staff roles, 

• the use of contact time. 

 

To illustrate this point, the advantages and disadvantages of block and drip-

feed structures are summarised in Table 2.10. 

 

Table 2.10 

High and low intensive courses (Roberts, 1998: 30) 

Short intensive Drip feed 

    Advantages 

 

 

• Continuity of focus between sessions • Allow digestion and reflection time between 

sessions 

• Energy can be sustained throughout the 

course.   

• Input can be in the form of readings in the 

sessions, so contact time is freed up for 

discussion, experiential activities, etc. 

• Integration by means of repeated cycles 

which alternate classroom experience and 

course activity 

 

 

Risk  

• Insufficient reflection time 

• Insufficient linkage to place of work 

• No contribution to longer-term development 

• Content limited to consensus only because 

• Loss of momentum, dropouts due to 

overload 

• If dispersed, lack of  study resources 
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adaptation to participant needs demands, 

negotiation and preparation time. 

Best context  

• Where participants can only be brought 

together for a short period (e.g. if widely 

dispersed) 

• Where training objectives are agreed and 

clear-cut 

• Where all participants are from the same 

institution 

• Where objectives can be adjusted to the 

distinctive needs of the participants 

 

              Intake 

The characteristics of teachers entering the ITE course will set fundamental 

limits to design. These would include such factors as their levels of TL competence, 

their general education and their motives for entry. For example, with a school-leaver 

intake, part of the function of an ITE course is to complete their general education. 

With a graduate intake, on the other hand, a course would be geared specifically to 

pedagogy. In LTE, the existing language competence of entrants is certain to affect 

design, in that it will determine the proportion of course time devoted to language 

improvement and the analysis of language systems. The general standards of English 

in the secondary system will therefore impact on design. For instance, in a four-year 

degree programme for non-native speaker teachers, the first year at least could be 

devoted to language improvement; in some cases this could also constitute a 

significant component throughout the whole course. 

 

              Part-Time/Full-Time 

The source of funding will determine whether student-teachers are part-time 

or full-time. Typically, self-funding students will attend either low-intensity courses 

as working part-timers or short intensive courses as full-timers. Full-timers can 

commit themselves to course activities with relatively few distractions. Courses can 

be designed in integrated whole-day, whole-week and whole-term blocks. However, 

with part-timers, especially on long drip-feed courses, participants are at greater risk 

of dropping out because their circumstances change or because they cannot sustain 

multiple demands on their time. This is balanced by the possibility of integrating 

courses with their teaching.  
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        Funding and structure 

             Course structures are determined by an equation that balances: 

• accreditation requirements, 

• course objectives,  

• income, 

• costs, 

• staffing levels. 

 

Many providers are aware that a longer and less intensive course might be 

desirable (e.g. six weeks x 25 hours a week). However, this would either raise fees to 

a point the market could not bear, or force an increase in group sizes which staffing 

levels could not support. Therefore, intensive courses are usually four weeks long. 

Alternatively, longer-term drip-feed courses can be provided for participants who can 

pay as they go, by staff released from their normal teaching duties. It should be 

added that organisations offering courses such as the UCLES CELTA usually aim 

not only to break even financially and also intend to optimise standards by keeping 

ratios as low as possible. 

 

In other contexts, as in state systems, limited central funding can lead to 

large student numbers and high staff-student ratios. In this situation, student-teachers 

can receive a high number of course hours, but only in forms determined by these 

ratios. Activities have certain desirable group sizes: 

• a plenary session at a maximum of around 60, 

• workshop around 15, 

• teaching practice around 6, 

• supervision 2. 

 

Where ratios are high and resources are limited, then providers may be 

forced into lecture mode to transmit information. Also, low-ratio activities (such as 

regular individual feedback and supervision) may have to be abandoned or devolved 

to other structures, such as to self-help groups of students or co-operating school 

teachers. This transfer of responsibility can aid participation of students and other 
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teachers, but cannot be effective unless it is supported administratively and by 

adequate preparation and training. Thus fairly simple calculations of income against 

cost will determine some basic parameters for a design: 

• duration, 

• intensity, 

• staff-student ratios. 

 

It follows that the programme objectives will have to be modified according 

to these parameters. 

 

Staff: Conditions of Work 

              Design is strongly affected by the employment conditions which determine 

staff roles. 

 

Full-Time or Part-Time Staff      

              The presence of full-time, established staff indicates adequate and stable 

funding of an institution. The employment of part-timers as a proportion of an 

institution’s staff is quite normal and in fact is often a good deal for the employer. 

However; over-reliance on part-timers is usually caused by cost-cutting or 

inadequate conditions of employment. Part-timers- especially if they feel little 

interest and on short-term-contracts- are liable to be in the institution only in paid 

time and as a result, may not overlap with other staff (Weir and Roberts, 1994). The 

institution may seem very busy, but in the same way as a station concourse: the staff 

are running from one classroom to another with no time for more than hello and 

goodbye. As a result, formal liaison (as in staff meetings) becomes extremely hard to 

maintain. Key activities to further course coherence and peer learning such as joint 

supervision or collaborative course development become hard to arrange and 

impossible if teachers’ timetables do not match. At worst, when dependence on part-

timers is associated with rapid staff turnover, then staff may feel little commitment to 

the: 

• organization, 

• occupational affairs, 
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• development of the curriculum. 

 

As a result, the program’s quality and potential for development can be 

severely limited. Therefore, employment conditions are fundamental to the quality of 

an ITE program. A stable full-or-part-time staff is needed to maximize commitment 

and continuity. Timetabling to allow staff to meet is essential to enable course 

coherence and development. 

 

              Mixed or Specialized Roles 

ITE providers may specialize as a course tutor or they have a mixed role. In 

the case of a mixed role, the possible advantages and disadvantages are outlined 

below: 

 

Advantages 

• Greater credibility with learner-teachers on matters of pedagogy. 

• More in touch with classroom reality and so able to justify and criticize 

theory from a practical standpoint. 

• More able to communicate practical teacher thinking. 

• Better able to provide demonstrations and input on methods. 

• Better able to give feedback on the suitability of teaching to context. 

• More likely to engage in an equal power relationship with learner-teachers, so 

opening up communication with them. 

Disadvantages 

• May lack specialized knowledge relevant to the curriculum (e.g. on aspects of 

learning theory or language systems). 

• May have a strong investment in their teaching style and be less open to 

learner-teachers with different personal styles. 

 

Specialist teacher trainers, particularly those who have not taught for some 

time, may suffer from the reverse of the advantages of a mixed role. For example, 

they may lack credibility on practical issues because of their time out of the 

classroom. However, they may have corresponding strengths: 
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• to develop the specialized knowledge needed for the ITE curriculum; 

• to develop the specialized skills required of supervision and feedback; 

• to develop complex course administration skills. 

 

The role of specialist trainers can also vary significantly: 

• some might teach only one type of course (e.g. theory only, language 

improvement only, methods only); 

• they may teach courses of different types (e.g. some theoretical, some on 

methods). 

 

According to the range of courses they teach, they will relate to learner teachers in 

either relatively narrow or relatively broad ways (e.g. as lecturer, as teaching practice 

supervisor, as process leader). 

 

A narrow role means that staff see learner-teachers in only one context. This 

can prevent them from seeing connections between their own course and others and 

from seeing student-teachers’ responses to the whole ITE curriculum. As a result, 

they may be unable to select the content of their own course to integrate well with 

others. Also, they will not be able to see what use student-teachers are making of 

their course in teaching and other requirements of the programme. 

 

              Staff Attributes 

              The attributes of staff must be taken into account in a design and are certain 

to determine the quality of its implementation. The experience, education, personal 

theories and preferences will determine their teaching and supervision contributions, 

how they relate to each other and to learner-teachers. 

 

A critical attribute is the attitude of staff to each other: institutional culture 

may be collegial or individualist. If the former, there is more likelihood of a coherent 

approach to the ITE curriculum and of sustained program development. Then, their 

competence in TL and also their personal theories about its nature (e.g. as a medium 
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of communication, as a library language, as a discipline) will affect their approaches 

to: 

• teaching, 

• methodology, 

• supervision, 

• practical feedback. 

 

Finally, as teaching practice supervisors, their response to the classroom 

style of learner-teachers is likely to be skewed by its match with their own (Cook and 

Richards, 1972). However, these predispositions are rarely considered by staff 

themselves. They may never be required to confront:  

• their personal theories, 

• their views of the curriculum, 

• their relationships with learner-teachers. 

 

Therefore, the implementation of an ITE may be subject to the unexamined 

and diverse personal theories and ideologies of staff. The greater the mismatch 

between these personal theories and those implicit in the ITE design, the less likely is 

effective implementation. Similarly, the greater the differences between the personal 

theories of staff, the less easy it is to achieve overall course coherence. 

 

Coherent Design 

 

By coherence we mean “How far are the course designers going to be seen 

as relevant to one another and forming a coherent training experience?” (Wallace, 

1991: 153) Coherence between course elements is important in any curriculum, the 

more so in ITE because the curriculum can contain such diverse but interdependent 

knowledge bases. Evidence on effective teacher education courses suggests that they 

are characterized by coherence, as realized by: a thematic approach; cohort groups; a 

context for practice that is compatible with inputs and consensus among staff 

(Graber, 1996). 
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Coherence can be longitudinal (an appropriate order of learning 

experiences) or simultaneous (appropriate grouping and integration between course 

elements in the same period). Longitudinal coherence can be achieved by effective 

sequencing. 

               

              Developing Practical Skills 

Teaching practice can be organized to maximize coherence between input 

and classroom experience. There are two common designs (Table 6.3): 

• block practice  

• cycles with relatively short intervals between practice and course-based 

activity (as in UCLES CTEFLA courses) 

 

A third option may be the placement of teachers for a whole year in schools 

after full-time college courses, but with a reduced load and some supervision 

(Wallace, 1991). 

 

Table 2.11 

Teaching practice structures (Wallace, 1991) 

course with occasional block practice  

course and experience in integrated cycles 

 

 

In long programs, both options could be used. Each structure has its 

implications for course coherence. Block practice allows extended practice under the 

supervision of a teacher, but risks lack of liaison between school and the ITE course. 

Linked cycles can integrate practice and input very effectively, but demand close 

liaison between the tutor and class teachers, which demands effective organization 

and constant monitoring. 

 

              Grading Practical Experience 

As student-teachers lack confidence and the skills needed to manage a 

whole class, they need to start teaching in relatively sheltered situations. At the same 
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time, teaching practice needs to be as realistic as possible, to offer the best conditions 

for novice teachers to learn from their own direct experiences. This suggests a 

progression from observational learning to full responsibility for a class, optimizing 

the genuineness of experiences at each stage. 

 

              Observation 

Structured description and contrast between incidents, teachers’ styles and 

schools can help the development of a specialist vocabulary and of concepts for the 

analysis of teaching (Maingay, 1988). 

 

              Peer Micro-Teaching 

This rehearses basic skills in preparation for the real thing. It can be made 

more realistic by the introduction of foreign language teaching or teaching nonsense-

word vocabulary. 

 

Genuine Micro-Teaching 

This enables rehearsal of classroom skills and can also be used 

developmentally by experienced teachers (Mace, 1996). It offers the most realistic 

conditions if micro-classes are stable and are homogeneous in composition and 

follow a textbook or syllabus over an extended time period. Free classes for any 

student who happens to turn up are unlikely to provide these conditions so that 

students will not be able to address real learning needs and will be reduced to 

offering display lessons to please the supervisor. 

 

In a large language school one option is to set up special language classes 

for teaching practice which are taught jointly by training course tutors and trainees. 

For example, the tutor could teach the class for two sessions a week, with the third 

taught by trainees. This enables tutors to increase demands on students in small steps, 

informed by the progression of the whole training course. 

              Teaching Practice 
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Student teachers are placed in classes, either within the training institution 

or in co-operating schools. TP (teaching practice) can be graded, according to tasks 

of progressive challenge set by the class teacher/supervisor. 

               

              Coherence between Courses 

Coherence can be achieved by two other strategies: 

• to build part of a program around a theme so that one can bring together 

elements such as theory, materials, methods and testing. 

• to integrate two particular courses (e.g. on theories of language processing 

and on skills teaching) either by means of one person teaching both courses 

or by two staff designing a single assessment that requires some synthesis of 

the courses (Wallace, 1991). 

 

              Coherence between Related Activities 

Coherent sequencing and grouping of learning experiences is essential to 

help learner-teachers to make their own sense of the diverse inputs and experiences 

an ITE course can offer. In Table 2.12 we outline the main elements in a concerted 

design which will integrate activities of different types. It suggests that learning 

cycles could consist of: 

• combinations of direct experience (as in teaching experience), 

• indirect experience (as in classroom observation), 

• input of new information (as in readings and lectures on learning theory)  

• activities to develop self-awareness (as in journal-keeping). 

 

These core activities are processed by each person privately (as in reflective 

writing assignments) and in dialogue (as in post-teaching ‘debriefing’ and 

discussion). 

 

These cycles are supported by the development of enabling skills such as 

listening and feedback. 
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Table 2.12 

Concerted design (Freeman, 1994) 

Direct experience                                    Second-hand experience 

               Teaching experience                                Classroom observation 

               (controlled skill                                        Classroom inquiry 

               practice/experiment)                                 Readings 

               Language learning 

Processing by reflection 

Reflective and analytical writing 

(diary, assignments) 

Processing by dialogue 

Seminars/group tasks/supervision 

Self-awareness:                                                   Input of new information: 

             of own models                                          on the curriculum 

             of personal theories and values                on TL learning theory 

             of knowledge relevant to input                on language 

                                                                              on good classroom practice 

 

 

Activities 

• Foreign language learning experience (Woodward, 1992). 

• Micro-teaching and teaching practice (e.g. Wallace, 1991). 

• Role play and simulation (e.g. Woodward, 1992). 

Second-hand experience 

• Observation: classroom, demonstrations, video (Richards and Lockhart: 

1994). 

• Readings: transcripts, description of incidents, case study (Harrington, 1996). 

Input of new information 

• Lectures combined with demonstration (Doff, 1988). 

• Readings (Ur, 1996). 
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Self-awareness 

• Criticism of public knowledge: e.g. discussion tasks. 

• Recall own learning history (Bailey, 1996). 

• Linking input into self. 

• Discrepancy confrontation: getting surprises (e.g. student questionnaire, 

Fanselow, 1990). 

• Language awareness (Bolitho and Tomlinson, 1995). 

Processing experience and input by reflection and dialogue 
of direct experience                       logs, diaries, shared description, compared interpretation 

                                      (e.g. Fanselow, 1990) 

of new information                        summarizing, mind-mapping, note-taking, presentations,     seminar 

                                      papers, assignments 

of the language                              curriculum development project, including learner profiling/         

curriculum by                                linguistic analysis/materials analysis (Wright, 1990) 

curriculum studies   

 
of dilemma-based                          written assignments (Harrington, 1996)  

cases 

              Coherence in Roles                 

Staff liaison can be promoted by such strategies as: 

• involving staff across course components; 

• ensuring that staff are released for liaison meetings (preferably on issues they 

perceive as important and with a practical and productive focus, such as 

materials production); 

• keeping all staff informed about the results of reviews, formative evaluations 

and course-development; 

• involving staff in cross-course review and development; 

• engaging staff in team teaching (e.g. plenary input/separate groups/plenary 

review); 

• staff preparing cross-component assessments jointly. 

 

An example of coherence strategies can be found in the case of a large 

language school run by British Council in İstanbul opens a year-long-drip-feed 
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CTEFLA. Many teachers are involved as tutors but for relatively limited 

components. Coherence is promoted by sharing resources and holding timetabled 

liaison and development meetings. All tutors contribute a general course file (notes, 

hand-outs, over-head projection transparencies etc.) and also attend fortnightly 

meetings, which focus on the development of the file. Apart from the development of 

a coherent set of materials for all staff to use, task-focused work of this kind benefits 

professional development and peer support. 

 

Provider Roles in ITE 

 

The need to present new information is an essential feature of ITE courses 

because of the gaps in novice teachers’ knowledge and experience. A broadly social 

constructivist view of teacher learning suggests that new information will be 

personalized: 

• processed and interpreted by learner-teachers according to their current 

personal theories, 

• (and then) tested against direct experience and social changes. 

 

All teachers, whatever their level of experience, bring their prior knowledge 

and personal theories to new information. However, learner-teachers are likely not to 

be fully aware of their prior knowledge (Eraut, 1994) and so personalization of new 

information can be enriched by enhancing self-awareness. This can be by means of 

private reflection or in reflective assignments and by dialogue.  

 

In summary, the implications of this view for the presentation of new 

information to learner-teachers are that: 

• the manner of presenting input needs to take the learner-teachers’ current 

ways of learning into account and where appropriate should try to capitalize 

on them (Pennington, 1990); 

• the uncovering of prior knowledge and of personal theories is an essential 

complement to presenting new information so that the provider can try to 

start from where the teachers are; and so that student-teachers can become 
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aware of the difference between their current practice and ideas and the new 

information presented to them; 

• new information needs to be represented by concrete examples and cases as 

well as more abstract description and explanation; 

• all new information needs to be complemented by appropriate direct 

experience either in the classroom or in training sessions: the more unfamiliar 

or challenging the concepts presented the greater the need for appropriate 

experiential activities; 

• experience alone is not enough for learning to take place; it needs to be made 

sense of by private reflection and dialogue; 

• it is essential to provide time for discussion and other processing tasks that is 

no less than the time allotted to presentation itself. Also, different social 

contexts in which new information may be communicated and exchanged 

require different discourse (academic, staffroom and classroom). As a result, 

time for talk in each context is needed to personalize new information fully. 

(Eraut, 1994). 

 

This suggests an input and processing cycle of three phases, as follows. 

Phase 1 

• Uncovering: articulating existing practice, personal theories and knowledge 

relevant to the new information (Lamb, 1995); 

• Receiving input: presentation of new information by appropriate means 

(readings, lectures, demonstrations, experiential activities etc.). 

Phase 2 

• Processing input through talk and writing: relating new information to prior 

knowledge and beliefs; formulating and re-presenting the new information 

to others (in both academic and teacher talk; in talk and writing); comparing 

others’ interpretations of the new information; criticizing the new 

information; assessing its relevance to one’s own context. 
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Phase 3 

• Relating to practice: discussion and testing out of practical applications; 

assessment of new information in the light of classroom testing; assessment 

of changes in the light of observation and reflection. 

 

ELT has proved particularly creative of interactive teacher training 

techniques, often inspired by communicative methodology. While practicing teachers 

will have crystallized their personal theories through classroom experience, student 

teachers will lack the experience which helps them to be critical. Therefore, the ITE 

student in particular may need to be encouraged to adopt a critical stance towards 

input (presented as it is by people who can affect his or her future prospects). To do 

so, s/he needs to value the prior knowledge that s/he brings to professional education 

and also the insights gained from classroom experience. To do so requires a 

combination of structural opportunities, positive supervisor relationships and 

appropriately integrated activities. 

 

Supervision and Feedback 

 

The impact of feedback on learner-teachers seems not to be as powerful as 

supervisors might wish it to be (Turney, 1982b). The evidence suggests that the 

experiential learning of the student-teacher, filtered by their personal theories and 

focused by their perceived priorities, will be the most powerful influence on their 

development. The influence of a supervisor is likely to be greatest if: 

• there is sociality, mutual understanding of each other’s perspectives on 

teaching and classroom incidents (Salmon,1995); 

• there is a match in values between supervisor and student-teacher (Tillema, 

1994); 

• supervisors try to influence by channelling and focusing teaching experiences 

rather than merely by telling and advising (McIntyre, 1988). 
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The Assessment of Teaching 

              The assessment of practice teaching for the purposes of certification is a 

very problematic subject. 

               

              Purpose of Assessment 

              The function of ITE is to accredit teachers. The purposes of ITE assessment 

therefore include: 

• giving students accurate information about their standing in the course; 

• meeting institutional requirements for evaluation information to grade and 

rank students; 

• carrying out a professional responsibility to ensure that only fit, proper and 

competent teachers enter the profession; thus being accountable to parents, 

employing authorities and the community for the standard of entrants to 

teaching. (Turney, 1982: 200-201) 

 

The accrediting institution in effect protects students/paying clients, parents 

and employers from incompetent teachers. Given their responsibility to these parties 

and to the teachers themselves, providers should be aware of factors that can 

prejudice fair assessment. 

 

              Problems in Defining Good Teaching 

The literature on effective teaching suggests that it is not possible to identify 

a single style, set of practices, behaviours or strategies as effective: there is no one 

best way to teach. Effective learning can be produced by various combinations of 

characteristics and conditions (Peterson, 1995). Therefore prescriptive assessment 

criteria based on a limited set of classroom strategies cannot encompass all the ways 

of teaching effectively. It follows that ‘because there is no one standard in which 

effective teaching can be evaluated, diversity in teaching styles is to be advocated’ 

(Braskamp, 1980: 63). 
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              Good Practice in the Assessment of Teaching 

              Criteria for Effective Assessment 

On the grounds of equity and validity, methods and procedures for 

assessment should meet the following criteria: 

• they are fair to student-teachers; 

• they represent training objectives; 

• they are appropriate to classroom conditions; 

• criteria and conventions of assessment are public, known to student-teachers 

and not withheld by those in authority; 

• they are applied consistently; 

• judgments are reached on a fair sample of the student-teacher’s 

performance, that is, on adequate evidence of what they can do; 

• they are flexible enough to take into account contextual and personal 

variations; 

• assessment should be a developmental function as well as a purely 

summative function; 

• if the ITE course values the autonomy of student-teachers, then they should 

be able to participate in assessment processes as fully as possible; 

• if unfavourable action can result from assessment (such as failing a course 

or loss of employment), then it is ethically desirable to use the fairest and 

broadest methods of assessment; to allow teachers to review and react to 

evidence about them; to allow them to scrutinize the chain of reasoning 

from evidence to conclusion; to give them advance warning and a clear 

indication of what improvement is needed; and to log encounters between 

teachers and assessors, preferably jointly signed off by both parties (Scriven, 

1981). 

 

              System of Assessment in ITE  

A checklist provides a list of behaviours or other criteria to focus the 

attention of the observer. A rating scale is a checklist with a scale on which the 

assessor estimates the frequency or quality of occurrence of each category. 
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Checklists and rating scales are designed to control high-inference 

judgments by supervisors. They have the following advantages: 

• they provide a standard instrument for all to use, which improves 

consistency between assessors, 

• they are public, open to assessor and student-teacher alike; 

• because they are public there is some potential for the negotiation of 

categories (Stones,1987). 

 

The known drawbacks of rating scales are: 

• rating is affected by personal bias; 

• the ‘halo’ effect: student-teachers who start well go on being rated well, in 

that positive rating on one characteristic early in a lesson tends to carry over 

to the others; 

• low-inference and hence reliable categories (e.g. ‘teacher faces class when 

writing on the board’ have the drawback of being overly detailed and 

potentially trivial, in that they do not deal with higher order concepts, such 

as attainment of teaching goals or suitability of materials; 

• Categories such as rapport are undeniably important, but are high-inference, 

global and interpretive in nature and so are liable to subjective and 

inconsistent interpretation by assessors; 

• Difficulty: ‘the awarding of marks on a scale for each item of the schedule is 

in most cases extraordinarily difficult and depends a great deal on the 

assessor’s ideas and values’ (Stones, 1987: 684). The objectivity implied by 

a rating scale may be more apparent than real. In practice, rating decisions 

are interpretive and subjective (Stones, 1987). 

 

Checklists and rating scales are convenient and promote a degree of consistency 

between observers. However, for them to be fair and accurate, they should meet the 

following design criteria. 

• Use standard instruments which contain all the categories of competence to 

be assessed. 

• Derive the content from course content and objectives. 
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• Validate their content with reference to theory, other existing schedules and 

the realities of student-teachers’ future teaching and context. 

• Design rating scales to include space for evidence or incidents which 

support the judgment reached by the supervisor (Turney, 1982). 

• In using rating scales, hold team standardization meetings in which staff rate 

blind a series of video-recorded lessons and then compare and discuss their 

ratings to arrive at a reasonable level of consensus. This helps to make 

explicit the personal values implicit in the criteria applied to assessing 

teaching. 

• Support checklists with other data. 

 

Bias 

              Given that personal theories of effective teaching vary and are often tacit 

(Zeichner and Tabachnik, 1982), it is not surprising that research confirms that 

supervisor judgments tend to be inconsistent and biased. 

               

              Supervisor Inconsistence 

If assessment is not biased, assessments should vary according to the 

teachers who are observed, not according to the person doing the observing. Mackay 

(1989) came to the conclusion when analyzing RSA DIP TEFL assessments. It seems 

that bias arises because supervisors assess according to the match they perceive 

between their own style and that of the person observed, ‘rating highly those students 

who reflect their own approach and personality’ (Turney, 1982: 27). It is manifestly 

unfair for a student-teacher’s assessment to depend on a chance similarity between 

their style and the observer’s. 

 

Bias is compounded if assessors are unaware of their own beliefs; for 

example, Zeichner and Tabachnik (1982) suggested that university supervisors for an 

elementary-student teaching programme seemed unaware of their own beliefs and 

did not share beliefs with each other. 
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Problems in Observation 

              Direct observation is still the most common form of assessment in ITE 

courses. Peterson confirms that in the USA there is a ‘vast preponderance of 

observation-based systems in current teacher evaluation practice’ (1995: 154). Its 

appeal is that it provides direct, first-hand information about a teacher’s actions in a 

classroom. However, its use is fraught with  difficulties, unrecognized by 

bureaucracy and accrediting agencies, to the extent that Scriven, on the basis of a 

series of staggering objections’ (1981: 252) was to conclude: ‘using classroom visits 

to evaluate teaching is not just incorrect, it is a disgrace’ (1981: 251). 

 

General Characteristics of Classroom Observation 

• All observation is selective. An observer cannot describe everything that is 

available for description: in classrooms, there are a huge number of possible 

cues an observer can attend to (e.g. teacher body language, voice, 

movements, teaching tactics, use of aids, types of language used, teacher-

learner interactions; learner behaviour; group time on-task; quality of learner 

talk; physical conditions).Therefore, the observer must select according to 

what s/he perceives to be relevant. 

• Some observational data are of concrete events and so are low inference in 

nature; and the observer has to make no inferences when recording a 

description. 

• Judgment can be affected by interpersonal reactions between observer and 

observed, for example according to expectations or stereotyping 

(expectations based on class, gender, race or culture). 

• Observations vary in degree of structure. Unstructured observation leaves 

the observer free to attend to any aspect of the classroom s/he considers 

significant and to record it in any form s/he wants. 

• Any category-system can produce quantitative data that is a record of the 

relative frequency of categories. Frequency data is useful in indicating the 

relative distribution of certain categories of talk or behaviour in a class. 

However, what these frequencies signify requires interpretation and an 

understanding of the teachers’ goals and of classroom conditions. Therefore, 
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numbers should be supplemented by qualitative data, i.e. verbal or narrative 

description to explain the quality or meaning of actions in context (Roberts, 

1998). 

 

ITE assessment affects the future of the teacher and the interests of learners, 

paying clients, parents and employers. It follows that equity and fairness are 

essential. For the above reasons, observation alone is an unsafe basis for summative 

teacher assessment. 

 

Principles in ITE Observation for Summative Purposes 

              The implications for assessment of these characteristics can be summarized 

as follows: 

• Caution: observation-based assessment is subject to bias, much of it 

unintentional and unconscious. 

• Systematic observation: unstructured observation leaves so much room for 

personal bias that focused and structured methods are preferable even 

though they will delimit the scope of observation. 

• Limited data: it is safer to collect less observational data that is objective 

and is of definite relevance than more data that is not controlled for bias. 

Consensus: it is the responsibility of staff in any institution to monitor the 

consistency of their observations and assessments and to standardize their 

observations (Weir and Roberts, 1994: 199). 

• Appropriate choice of system: the choice and design of observation methods 

depends on purpose. Criteria for a choice of method include suitability, 

reliability, validity, adequate sampling and simplicity of use. 

• Transparency: all methods of assessment should be understood by those 

assessed. Therefore observation instruments should be familiar to teachers 

under observation. 
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2.6 Teachers’ Experience, Expertise and Competence 

 

Teachers’ Experience and Expertise 

 

At any given stage in their lives and careers, teachers will be at a particular 

phase in their personal and professional development. Because professionals’ 

learning on the job is situated in a broader developmental framework, it is important 

to recognize the positive or negative influences which may be associated with these. 

There are a number of theories of expertise which describe and explain differences 

between teachers. The commonly accepted view is that teachers learn to teach by 

experience, but what is meant by experience? While there are different models 

relating to cognition (Dewey, 1938), intuition (Dreyfus and Dreyfus, 1986) and 

concerns (Fuller, 1970) these are different facets of a more complex reality relating 

to both expertise, capability and personal and professional biography. 

   

There is much literature which conceptualizes professionals in training and 

in-service as moving through a number of skill development stages. Fuller’s (1970) 

concerns based developmental stages of pre-service teachers indicated six phases in 

which pre-service students have moved from concerns about: 

• self; 

• professional expectations and acceptance; 

• own teaching adequacy; 

• relationships with students; 

• concerns about students’ learning or what is taught; 

• concerns about teachers’ contributions to student change. 

 

Not all novice teachers are likely to have reached the sixth phase when they 

enter teaching, however, and professional socialization in school will inevitably 

affect disposition with regard to the direction and extent of further development. 

     

One of the most influential models for the development of expertise is that 

of Dreyfus and Dreyfus (1986). They identify a number of levels of skill 
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development as the professional moves from being a ‘novice’ through to ‘advanced 

beginner’, ‘competent’, proficient’ and ‘expert’. The Dreyfus and Dreyfus model 

recognizes that ‘perception and understanding are based in our capacity for picking 

up not rules, but flexible styles of behaviour’ (1986, 5) within a given situation. Its 

main features are summarized in Table 2.13. 

 

Table 2.13 

Summary of Dreyfus’ Model of Skills Acquisition (Eraut, 1994: 124) 
Level 1 Novice 

• Rigid adherence to taught rules or plans 

• Little situational perception 

• No discretionary judgement 

Level 2 Advanced Beginner 

• Guidelines for action based on attributes or aspects (aspects are global 

characteristics of situations recognizable only after some prior experience) 

• Situational perception  still limited 

• All attributes and aspects are treated separately and given equal importance 

Level 3 Competent 

• Coping with crowdedness 

• Now sees actions at least partially in terms of longer term goals 

• Conscious deliberate planning 

• Standardized and routinised procedures 

Level 4 Proficient 

• See situations holistically rather than in terms of aspects 

• See what is most important in a situation  

• Perceives deviations from the normal pattern 

• Decision-making less laboured 

• Uses maxims for guidance, whose meaning varies according to the situation 

Level 5 Expert 

• No longer relies on rules, guidelines or maxims 

• Intuitive grasp of situations based on deep tacit understanding 

• Analytic approaches used only in novel situation or when problems occur 

• Vision of what is possible 
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Research by Feiman-Nemser (1990) and Korthagen and Wubbels (1995) 

also confirms that developing experience and becoming an expert is fraught with 

complications. Elliott (1993) argues for a much more inter-actionist view of 

development. This takes into account the need for professionals to prepare for and 

respond to changing, personal, professional, organisational and policy contexts and is 

much more in tune with the notions of continuing professional development. He 

suggests that the ‘levels’ should be treated as overlapping, interactive phases, and 

that these might relate to expectations of teachers as inquirers in all phases of their 

working lives – inquirers who at different times, for different reasons, may regress or 

progress. 

Phase 1 would incorporate Novice and Advanced Beginner and would in 

development terms, focus upon promoting the notion of teacher self-evaluation. 

Phase 2 – Advanced Beginner to Competent - would focus upon teachers as 

‘reflective practitioners’, reflecting upon the problematics of situations. 

Phase 3 – Competent to Proficient – would focus upon developing teachers’ ability 

to self-evaluate actions and decisions. 

Phase 4 – Proficiency to Expertise – acknowledges the difficulties for conscious 

deliberation caused by the development of experience and intuition 

 

It may be necessary here to engage in ‘double loop’ learning in order to test 

what Eraut (1994) calls the fallibility of expertise. Teachers will move backwards 

and forwards between phases during their working lives for all kinds of reasons to do 

with personal history, psychological and social factors. Taking on a new role, 

changing schools, teaching a new age group or a new syllabus will almost inevitably 

result in development disruption, at least temporarily; and becoming an expert does 

not mean that learning ends – hence the importance of maintaining the ability to be a 

lifelong inquirer. Elliott argues for action research as a: 

 
 
 
      ..... process by which the structure of abilities that define competent 
professional practice are most fully realized in those practitioners who 
aspire to develop their skills a stage beyond that of the advanced beginner 
(Elliott, 1991: 134). 
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While the Dreyfus and Dreyfus model is useful as a means for 

conceptualizing growth which is merely dependent upon rationality, it implies an 

over-reliance upon learning from direct experience. It is a model of skill 

development in which situational understanding plays an important role, but not 

contextual understanding. It also seems to ignore other kinds of experience, i.e. 

learning from the observed experience of others or from ‘vicarious’ experience such 

as in case studies (Elliott, 1996); and it appears to assume that the end point of 

development is becoming an expert – with the implication that an expert is always 

infallible. 

 

It is clear, however, that differences do exist between ‘novice’, 

‘experienced’ and ‘expert’ teachers. The ‘poor fit’ which many novice teachers feel 

between what they have learned about teaching and its application to practice is a 

well-known phenomenon, despite continuing attempts to address the issue through 

various forms of apprenticeship models and school-university partnership schemes. 

Experienced teachers, also, despite their abilities in managing the immediacy and 

busyness that characterize the press of classroom life, are often imprisoned by it. 

Indeed, it may be that we do not learn from experience, but that experience, ‘has to 

be arrested, examined, analyzed, considered and negotiated in order to shift it to 

knowledge’. Although learning from experience results ‘when preconceived notions 

and expectations are challenged, refined or disconfirmed by the actual situation’ 

(Benner, 1984, 3), learning from direct experience of practice alone indicates at best 

limited growth. The development of routines, the presence of tacit knowledge and 

the resistance to disclosure and feedback act to control rather than free teachers from 

the burden of unexamined, accumulated practice. Learning from practice itself, then, 

will result in experience, but without opportunities to reflect in different ways ‘on’ 

and ‘about’ action. Even experience may be ignored and will not necessarily result in 

the development of expertise. 

 

       The belief that all genuine education comes about through experience does 
not mean that all experiences are genuinely or equally educative. Experience and 
education cannot be directly equated to each other. For some experiences are 
miseducative. Any experience is miseducative that has the effect of arresting or 
distorting the growth of further experience (Dewey, 1938: 25). 
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Stenberg and Horvath (1995) have developed the notion of a ‘prototype’ 

view of expert teaching, in which the characteristics which separate the ‘expert’ from 

the ‘experienced’ regardless of ‘age’, or ‘stage’, are: 

 

Domain Knowledge Experts bring knowledge to bear more effectively on problems. 

They have more integrated knowledge, planning structures, knowledge of social and 

political contexts in which teaching occurs. They know, then, how to apply their 

teaching knowledge to particular contexts. They also have ‘tacit’ knowledge which 

allows them to adapt to practical constraints in the field of teaching. Routinised skill 

enables the prototype expert to ‘reinvest’ cognitive resources in problem 

reformulation and problem solving to selectively encode, combine and compare 

information to arrive at insightful solutions to problems in teaching. 

Efficiency Experts can do what novices do in a shorter period of time with 

apparently less effort. Experts typically spend a greater proportion of their solution 

time trying to understand the problem to be solved. The ability to make well-learned 

routines automatic is clearly related to the expert’s capacity to be reflective. 

Insight Experts do not simply solve the problem at hand; they often redefine the 

problem and … reach ingenious and insightful solutions that somehow do not occur 

to others applying all the information acquired in another context to the problem at 

hand. 

 

An expert can be defined as one who works on the leading edge of his or her 

knowledge and skill. Thus, an expert seeks progressively to complicate the model of 

the problem to be solved whereas an experienced non-expert seeks to reduce the 

problem to fit available methods. 

      

Expert teachers are those who retain their ability to be self-conscious about 

their teaching and are constantly aware of the learning possibilities inherent in each 

teaching episode and individual interaction. Exploring an epistemology of reflective 

practice, van Manen (1995) writes of a “phenomenology of tactful action which may 

reveal several styles of intuitive practice: from acting in a largely self-forgetful 

manner to a kind of running inner speech that the interior eye of the ego maintains 
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with the self” (p.41). It is when the teacher “tests and refines propositions, 

hypotheses, and principle-based expectations in actual practice situations” (Benner, 

1984: p.3) that growth occurs. But it is sustained reflection on and about those which 

will prevent expertise becoming detrimental to growth. 

 

Professional Knowledge, Competence and Capability 

 

Knowledge 

              The purpose of continuing professional development is to maintain and 

extend teachers’ professional knowledge, defined as, “the knowledge possessed by 

professionals which enables them to perform professional tasks, roles and duties with 

quality” (Eraut, 1996: p.1). Eraut argues that the domains of teachers’ professional 

knowledge can be mapped along two dimensions (see Figure 2.14). The vertical 

dimension describes the different contexts in which knowledge is used; and the 

horizontal dimension indicates the different kinds of knowledge. Teachers’ ability to 

understand and interpret events in their classroom requires situational knowledge 

which itself will be based upon experiences in similar situations. Societal knowledge 

relates to the responsibility of teachers to ‘look beyond the specific to the more 

general purposes of education’ – vital in order to relate what the student is learning to 

the broader context which gives it meaning. Eraut argues that while ‘process 

knowledge’  (‘knowing how’) is at the heart of professional work, in order for this 

work to have quality it is necessary to combine it with ‘knowing that’ (Eraut, 1996) . 

In other words, the kinds of ‘propositional knowledge’ derived from reflection upon 

direct experience and that learnt from other knowledge holders. 
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Table 2.14 

The domain of teachers’ professional knowledge (Eraut, 1996: p.25) 

Context of Use Area of Knowledge 

 Subject matter 

knowledge 

Education 

Knowledge 

Situated 

knowledge 

Societal 

knowledge 

Classroom 

knowledge 

    

Classroom-

related 

knowledge 

    

Management 

knowledge 

    

Other 

professional 

roles 

    

 

 

Competence 

              The roots of competency are to be found in ‘scientific management’ and the 

‘cult of efficiency’ (Callahan, 1962), and in relation to teachers, to the perceived and 

now discredited direct link made by politicians, media and the public in many 

countries between worsening economic competitiveness and a relative decline in 

standards of student achievement. ‘Back to basics’ calls to schools in many countries 

have been accompanied by increased public accountability measures; and these 

invariably include the use of competency-based assessments. Competence is not 

problematic itself as an educational aim, but becomes problematic 

 

      …when either or both two conditions are fulfilled: firstly, when competence 
becomes a dominant aim, so diminishing other worthwhile aims; or secondly, 
when competence is construed over-narrowly. (Barnett, 1994: 159) 

 

Over the last decade, governments have introduced occupational standards 

at a variety of levels as a means of providing national benchmarks against which 
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achievement and expertise may be judged and accredited. In good teaching, the 

application of wisdom, insight, experience, content knowledge and pedagogical and 

organizational strategies varies according to the context of the problem. Because of 

this, it is impossible to provide universal authentic definitions of effective teaching 

beyond baseline generalities. This is the problem in attempting to use the same 

competences as a means of assessment for everyone. The application of particular 

kinds of competence reveals the expectations that employers have of employees at 

different levels and in relation to different roles and tasks.  For this reason, there has 

been much criticism, for example, of behavioural competences which focus upon 

technical skills related to job and task analysis as ‘atomizing’ and thus 

oversimplifying teaching acts. Can we really understand teachers’ work without 

understanding their understanding of it? In the absence of this, a sense of teachers as 

thinking, discriminatory individuals is omitted from the judgment. It is hard to 

imagine ‘pedagogical tact’ (van Manen, 1995) or ‘discretionary judgment’ being 

assessed as part of a list of competences when both represent applied integration of a 

number of skills, understandings and qualities to particular settings to particular 

settings in particular circumstances. Because teaching is so context dependent, there 

are problems in generalizing both scope and quality without taking into account 

factors such as class behaviour, composition and size, which affect performance. 

Furthermore, they may be criticized also on the grounds that today’s competency 

needs are not necessarily those of tomorrow. 

 

It is worth remembering that competences for teaching have usually been 

developed by management for the purposes of controlling access to the profession 

and monitoring the performance of teachers. The result is a widespread perception 

that: 

 

      Power or authority is being taken away from the teacher. Now, everything is 
mandated to you. You have no freedom to venture out; you want to be creative 
with the kids, and you want to do things. You don’t want to be so routinised 
especially with the little ones. But you’re accountable for so much, so many 
things and within such a framework. You just have to keep going. (Kohn and 
Kottcamp, 1993, p.140) 
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This quote from an American high school teacher illustrates a felt reduction 

in the ability to use discretionary judgment which resonates in teachers across many 

countries. 

 

Nevertheless, employers, students and parents are justifiably concerned with 

the outcomes of schooling and teachers are accountable to them. Parents, the public, 

employers and teachers themselves have a right to participate in determining what 

can be reasonably expected of teachers both generally and in given sets of 

circumstances. Benchmark competences are, therefore, as important for teachers as 

they are for any other profession. However, it is important to recognize their 

limitation in the different worlds of schools and classrooms. 

 

      The practice and research of teacher development should address the technical 
competence of teaching, the place of moral purpose in teaching, potential 
awareness, acuity and adeptness among teachers and teachers’ emotional 
attachments to and engagement with their work. None of these dimensions alone 
can capture all that is important. What really matters is the interaction among and 
integration between them. Focusing on technical competence in isolation can 
make teacher development into a narrow, utilitarian exercise that does not 
question the purposes and parameters of what teachers do. (Hargreaves, A., 1995: 
26) 

 

Beginning teachers are expected to develop and there is scope for serving 

teachers to be less or more competent according to both personal and situational 

factors. Competences in teaching, therefore, describe both a minimum standard 

which has been achieved and imply a potential for further development. Viewed in 

this way they have some value when used as a means of benchmarking observable 

aspects of teachers’ practice in a particular role or in relation to a particular set of 

tasks at a particular time. Even then, valid assessment will be complicated by 

contextual factors in the same way that measurements of student achievements have 

to take into account ‘value added’ factors (Gray and Wilcox, 1995). 

  

To show the distinction between ‘habitual skill knowledge’ and ‘intelligent 

skill knowledge’, Elliott (1991, p.122) argues that the technical know-how of the 

former is ‘a necessary but not sufficient condition of competence.’ The latter 

involves ‘the exercise of capabilities for discernment, discrimination and intelligent 
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action.  (Elliott, 1991: p.122). These occur in the context of three kinds of knowledge 

which inform the work of the teacher: 

• knowledge of self; 

• knowledge of situation; 

• knowledge of student. 

 

Each of these kinds of knowledge interacts to influence the pedagogy and 

curriculum constructed and erected with each student (Webb and Blond, 1995: 612). 

Relational knowing – the interaction of student and teacher knowledge – is crucial to 

successful teaching. 

 

Elliott (1991) argues that ‘what is at stake’ in competency-based assessment 

are the ways in which quite separate views of teaching, i.e. teaching as a technology 

and teaching as a ‘moral practice’ (p. 124), are applied. Being competent in both is 

part of a professional‘s practice; but if the former prevails, then teaching will, in 

effect, be downgraded. The abiding problem with externally devised and applied 

competency systems is that 

 

      Too little specificity can lead to lack of clarity, poor communication and 
diminished credibility. Too much specificity leads to cumbersome standards, 
which take too long to read and to possible abuse of the system by people taking 
short cuts. (Eraut, 1994: 212) 

 

Conceptions of competence are insufficient for the purposes of development 

without “a view of human beings located neither in operations and technique, nor in 

intellectual paradigms and disciplinary competence but in the total world experience 

of human beings” (Barnett, 1994: 178). This view corresponds both with those who 

promote a holistic view of teachers and those who see growth as being rooted within 

a framework of moral and professional accountability. 

 

Capability 

              The achievement and further development of broadly defined competences 

which are part of the challenge of good teaching and being a good teacher are not 

only the responsibility of each individual but also that of the employing organization. 
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Continuing professional development is a joint responsibility. While the 

accountability of individual teachers includes: 

• a moral commitment to serve the interests of clients; 

• a professional obligation to self-monitor and to review periodically the 

effectiveness of one’s practice; 

• a professional obligation to expand one’s repertoire, to reflect on one’s 

experience and to develop one’s expertise; 

• an obligation that is professional as well as contractual to contribute to the 

quality of one’s organization; 

• an obligation to reflect upon and contribute to discussions about the changing 

role of one’s profession in wider society. 

 

The complementary distinguishing features of a quality organization are that it: 

• sustains an appropriate climate; 

• serves the interests of its clients; 

• supports and develops its staff; 

• continually seeks to improve its policy and practice; 

• reviews, evaluates and controls its affairs on the basis of valid information 

about its quality, impact and effect (Eraut, 1994: pp.236-237). 

 

Writing in the context of the development of professionals who perform 

multiple roles in complex settings, Eraut suggests a conceptual framework and set of 

definitions of competence appropriate to the concerns of the health and caring 

professions, their stakeholders and their clients. He identifies three common 

approaches to the definition of competence: 

• public usage; 

• politically negotiated and socially situated; 

• individually situated. 

 

He suggests that while the first two can be combined, the third creates only 

confusion. He therefore calls it ‘capability’. Thus, competence is defined as ‘the 

ability to perform the tasks and roles required to the expected standard’, recognizing 



 
 

 
 

154

that deciding precisely whose requirements and expectations are to be taken into 

account’ remains a problematic issue. While capability is defined as ‘everything a 

person can think or do’, it is also important to remember that, ‘competence does not 

necessarily lead to the expected level of performance’, for this will be affected by 

disposition, capacity and context. 

      

Eraut’s research reveals that most professions assess both performance 

(through observation or inspection of products) and capability (through a wide range 

of written assignments). He sees this combination as enabling account to be taken of 

the ‘interaction between individuals’ continually developing capabilities and the 

organization of professional work in response to changing needs and priorities’. He 

sees the relationship as being at three levels: 

• Current competence is by definition part of a person’s capability. Such 

competence is normally inferred from evidence of job performance. 

• The range of current competence is most easily extended when further 

learning can build on areas of additional capability. But this potential has to 

be recognized both by the professionals involved and by their employers. 

• Part of a professional’s capability involves being able to develop or transform 

one’s practice over time, to create new knowledge through one’s practice as 

well as learning from others. (Eraut, 1998: 12) 

 

He proposes that the purpose of professional education and training should 

be to develop professional capability which includes competence in a range of tasks, 

roles and jobs but goes beyond these, recognizing that professional learning and 

development must be ongoing and take account of changing individual and social 

contexts. 

 

Teachers’ Development Phases 

 

Teachers’ Career Development 

              A number of key phases have been identified through which many teachers 

are perceived to move in their careers. Bolam (1990: 153) identified five job stages: 
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• the preparatory stage;  

• the appointment stage; 

• the induction stage; 

• the in-service stage (i.e. 3-5 years, 6-10 years, 11 years in post); 

• the transitional stage (i.e. promotion, re-employment, retirement). 

 

He reminds us that the needs of individuals will vary according to these and 

other factors such as age, gender, school type. Kremer-Hayon and Fessler (1991) 

posited nine career-cycle stages: 

• Pre-service; 

• Induction; 

• Competency; 

• Building; 

• Enthusiasm and Growth; 

• Career Frustration; 

• Stability and Stagnation; 

• Career Wind-Down; 

• Career Exit. 

 

The most authoritative studies of teachers’ career experiences and the most 

influential determinants within and outside the institution on them are those of Swiss 

Secondary School Teachers by Michael Huberman (1995), of English teachers by 

Sikes (1985) and of American teachers by Fessler and Christensen (1992). Their 

work suggests that teachers pass through five broad phases: 
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Figure 2.4 

Modal sequences of the teacher career cycle: a schematic model (Huberman, 

1995: p.204) 

• Launching a career: initial commitment (easy or painful beginners). 

• Stabilization: find commitment (consolidation, emancipation, integration into 

peer group). 

• New challenges, new concerns (experimentation, responsibility, 

consternation). 

• Reaching a professional plateau (sense of mortality, stop striving for 

promotion, enjoy or stagnate). 

• The final phase (increased concern with student learning and increasing 

pursuit of outside interests; disenchantment; contraction of professional 

activity and interest). 

 

Huberman developed an empirically-based schematic model of the teaching 

career cycle (see Figure 2.4). Yet even this conceptualization does not adequately 

account for different levels of learning, development and the accompanying support 

needs. 
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Launching a career: a two-way struggle 

              This period will be crucial in establishing novice teachers’ definitions of 

teaching and their particular visions of how to behave as professionals. Their 

‘beginnings’ will be easy or painful, dependent not only upon their ability to deal 

with classroom organization and management problems, curriculum and pedagogical 

content knowledge, but also upon the influence of the school and staffroom cultures. 

These first few years of teaching have been described as a two-way struggle in which 

teachers try to create their own social reality by attempting to make their work match 

their personal vision of how it should be, while at the same time being subjected to 

the powerful socializing forces of the school. Lacey (1977) charted three phases 

through which the novice teacher moves: 

• the honeymoon; 

• the crisis; 

• failure or getting by (implying coping or teaching for survival). 

 

While each of these phases will affect the way in which teachers think about 

teaching, it is their ability to deal with the ‘crisis’ that will affect their capacity for 

change. There is, fairly quickly, a ‘crisis’ because there is likely to be a mismatch 

between the aspirations of the individual and the culture of the institution. Lacey’s 

argument is that the intersections of ‘biography’ and the ‘social situation’ leaves the 

beginning teacher with three possible responses: 

strategic compliance, in which the individual complies with the authority figure’s 

definition of the situation and the constraints of the situation but retains private 

reservations about them; 

internalized adjustment, in which the individual complies with the constraints and 

believes that the constraints of the situation are for the best; 

strategic redefinition of the situation, which implies that change can be brought 

about by individuals who do not possess the formal power to do so. (Lacey, 1977: 

p.72) 

If teachers strategically comply they can survive, but may harbour doubts 

which one day may re-emerge in the positive form of strategic redefinition. Teachers 

may internally adjust, in which case they will certainly survive and resolve their 
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inner doubts by having effectively suppressed them. If teachers are very competent 

and do succeed in convincing figures in authority of their competence then, by 

having gained approval, they may affect a measure of change through the extension 

of their powers to use discretionary judgment even without formal authority roles. 

However, if teachers cannot live with their doubts or successfully adjust, and lack the 

ability as performers to redefine strategically, they may fail or simply get by. 

 

Stabilization: new challenges, new concerns 

              Following the initial ‘beginner’ and ‘advanced’ beginner period, a sense of 

teaching ‘mastery’ is likely to have been established by most teachers. No longer 

novices, they are now accepted as experienced colleagues in the staffroom - feeling 

relatively secure in their knowledge of teaching practice and subject matter and 

comfortable with their identity as members of the particular school community. This 

sense of growing maturity is likely to be accompanied by some consolidation, 

refinement and extension of teaching repertoires and, possibly, involvement in a 

broader range of in-school and out-of-school educational developments as their 

vision of ‘being a professional’ evolves and broadens. The link to Dreyfus’ 

‘competence’ and ‘proficient’ phases is difficult to resist as teachers celebrate their 

hard won status in classroom, school and community. 

 

This is a key phase which may lead initially to an unchanging level of 

knowledge, skill and commitment but, ultimately, to stagnation and thus decline. 

According to Huberman’s model, the stabilization phase is relatively brief. It is, 

therefore, crucial that those in school leadership roles support what Cooper (1982) 

claims teachers need as they arrive towards the middle phase of their careers “…new 

stimulation, new ideas … deeper commitments, new challenges …. to become 

engaged in projects of scope and significance”. (p.81) 
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Reaching a professional plateau: reorientation or continued 

development  

              It is likely that “trajectories in the middle phases of the career cycle (7-18 

years) are more diverse than earlier or later ones” (Huberman, 1995: 197). This 

diversity will relate to career advancement, school culture and the way in which 

teachers respond to the now well established annually repeated cycle of students and 

colleagues, which provides security but may, paradoxically, lack the variety, 

challenge and discovery of earlier years. It is a time when many teachers are likely to 

seek new challenges, either by taking new responsibilities in the same school or by 

moving schools for the purposes of promotion. It is a time also when responsibilities 

outside the school may begin to grow, whether it is ageing parents, growing families, 

or deepening relationships. While the workplace may remain the epicentre of their 

lives, other demands may create tensions as they compete for time. Some teachers 

may begin to re-orientate themselves, scaling down the time they give to their 

profession outside working hours.   There may be a tension between this and 

increasing workloads. International research into teacher workload indicates that for 

most teachers the working week is between 55 and 70 hours (UNESCO, 1996). 

 

This phase may also witness mid-life crises and the beginnings of increasing 

levels of disenchantment caused by lack of promotion or role change, or diminishing 

levels of energy and enthusiasm. On the other hand, the phase may lead to ‘re-

energizing’ (Vonk, 1995), in terms of classroom teaching, together with a 

‘mellowing characterized by less drive but also less restlessness, a lesser need to 

control others or to drive oneself, a greater tolerance for one’s limits or weaknesses, 

a greater acceptance of the ”inevitability” of one’s life course’ (Huberman, 1995: 

200). It is during this phase, also, when some teachers may seek opportunities to re-

examine the basis upon which their assumptions and beliefs about teaching are 

founded, to question the purposes and contexts of their work, to review and renew 

their intellectual commitments through further study either by participating in school, 

local education, authority or district networks or participating in further degree work. 
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The final phase 

The final 10-15 years of a career is, theoretically, the phase of greatest 

expertise in teaching, albeit accompanied by the potential for increased personal 

health and family concerns. Yet, it may also be the time of greatest ‘conservatism’. 

Teachers in this phase complain more about the behaviour, commitment and values 

of students these days and are sceptical about the virtues of change. This is not 

surprising, given the huge investment of time, effort and expertise these teachers are 

likely to have made already in their work. They are unlikely to be looking forward 

further promotion and may either be serenely moving towards a ‘satisfactory’ career 

end, or having to survive, dissatisfied, in an alien climate. These teachers may feel 

marginalized within the institution and embittered towards those whom they see as 

responsible for the condition of education, schooling and the declining standards of 

the students they must teach. They may work hard in their core acts of teaching, but 

this may not be accompanied by the levels of enthusiasm, emotional and intellectual 

commitment necessary for achieving excellence. 
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Figure 2.5 

Dynamics of the teacher career cycle (Fessler and Christensen, 1992: 36). 

 

Fessler and Chritensen (1992) have proposed a ‘working model’ based upon 

the analysis of the literature on the teachers’ career stages and extensive interviews 

with teachers which may be used in planning for teacher development. The model 

(see Figure 2.5) identifies three broad categories of influence upon teacher 

development – career cycle, personal development and organizational environment. 

The influences are represented as wheels and each wheel is subdivided. 

 

The model postulates a “dynamic ebb and flow with teachers moving in and 

out of stages in response to environmental influences from the personal and 

organizational dimensions” (Fessler, 1995: 187). (Fessler proposes personalized 

support systems for teachers at various stages of their careers. Significantly, in line 
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with educational researchers who focus upon life history, action research, teachers’ 

narrative, leadership and change, he recognizes: 

• the need to acknowledge that professional development is centrally concerned 

with teachers’ personal needs as well as student and system needs; 

• the social learning dynamic between self and colleagues in the organization 

which is necessary throughout teachers’ development lives; 

• the need for reflection on practice. 

 

Critical Learning Phases 

While idiographic and longitudinal studies have found that adults pass 

through different developmental phases, it is clear that they do so in different ways at 

different times according to different circumstances. Some suggest that these are in 

response to predictable events (Levinson, 1978), while others focus upon career 

(Huberman, 1989), cognitive development (Oja, 1989) and life-cycle factors (Oja, 

1989). Other research points to the importance of critical events in teachers’ life and 

career histories and current phase of development (Denicolo and Pope, 1990). 

 

Research in England, for example, suggests that “… cycles of accelerated 

development whether prompted by internal or external factors, are likely to occur at 

any point in an individual’s life” (Nolder, 1992). According to his empirical research, 

teachers have revealed that there are certain conditions which provide for 

development spurts. These have been variously described as ‘critical incidents’, 

dilemmas’, ‘landmark’ or key events in an individual’s life, around which pivotal 

decisions revolve. They provoke the individual into ‘selecting particular kinds of 

actions, which lead in particular directions’ (Sikes, 1985: 57). These critical phases 

in teachers’ professional biographies represent, ‘the culmination of a decision-

making process, crystallizing the individual’s thinking rather than being responsible 

for that decision’ (Sikes, 1985: p.58). Individuals might be stuck at one level in some 

areas while more advanced in others (Watts, 1981). In supporting continuing 

professional development it is crucial to the interests of both individual teachers and 

schools to identify and relate to these key phases and stages of transition. 
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In a study of teachers’ professional development in schools in England, 

teachers were asked to write brief autobiographies focusing upon events, experiences 

and people who had significantly affected their attitudes to their own professional 

learning. It was reasoned that there would be a connection between their own values, 

learning preferences and practices, past experiences and influences, both positive and 

negative. It was further hypothesized that a connection might be made also between 

their life and career stages and their perceived learning needs (Day, 1993). While for 

some teachers learning was clearly an evolutionary, gradual, cumulative process, 

many talked of crucial landmark stages of their life or career development. 

 

 
Figure 2.6 

Interrelated dimensions of teacher development (Leithwood, 1990) 
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In Canada, Ken Leithwood related teachers’ psychological and career cycle 

development to the growth of professional expertise which, he claims, can be 

influenced directly by school principals (see Figure 2.6). In exemplifying the way 

that the interrelated dimensions of teachers’ development lives identified by 

researchers might be used for teacher development, he identified a direct relationship 

between reaching a professional plateau and stages 5 and 6 of development of 

professional expertise – which are similar to those developed by Dreyfus and 

Dreyfus (1986) – suggesting that: 
 

     A significant part of the explanation for teachers perceiving themselves to be 
at a plateau is the failure, in many schools and school systems, to permit teachers 
greater scope to know and relate to multiple classrooms – to see and work with 
other teachers and their classrooms. Such challenges respond to the teacher’s 
readiness to accept more responsibility and allow the school and school system to 
benefit from their accumulated expertise. Teachers who have experienced such 
challenges seem likely to enter their final career cycle stage either still in an 
expansionary frame of mind or at least as ‘positive focusers’. (Leithwood, 1990: 
81)  

 

While this multi-dimensional model, like that of Fessler, may be used to 

inform the planning of teachers’ career long professional development, it does not 

take account of their needs for self-confidence, the influence of emotional as well as 

cognitive factors and the conditions in which they work. 

 

2.7 Professional / Teacher Development 

 

What is Professional Development? 

 

Regardless of one’s starting point, the evidence is that beginning teachers 

will get better or worse depending on the schools in which teach. Continuous 

development of all teachers is the cornerstone for improvement and reform. 

 

Stallings (1989) states that teachers are more likely to change their 

behaviour and continue to use new ideas under the following conditions: 

• they become aware of a need for improvement through their analysis of their 

own observation profile; 
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• they make a written commitment to try new ideas in their classroom the next 

day; 

• they modify the workshop ideas to work in their classroom and school; 

• they try the ideas and evaluate the effect; 

• they observe in each other’s classrooms and analyze their own data; 

• they report their success or failure to their group; 

• they discuss problems and solutions regarding individual students or teaching 

subject-matter; 

• they need a wide variety of approaches; modelling, simulations, observations, 

critiquing video tapes, presenting at professional meetings; 

• they learn in their own way to set new goals for professional growth. (pp.3-4) 

 

The cornerstones of professional development of the model, according to 

Stallings (1989), are: 

• Learn by doing – try, evaluate, modify, try again. 

• Link prior knowledge to new information. 

• Learn by reflecting and solving problems. 

• Learn in a supportive environment – share problems and successes. (p. 4) 

 

Teacher development is a term used in the literature to describe a process of 

continual intellectual and experiential growth of teachers ‘Teacher development is 

the process of becoming the best kind of teacher I personally can be’ (Underhill, 

1986: p.1). To the extent that teachers are regularly asking themselves ‘How can I 

become a better teacher?’ ‘How can I enjoy my teaching more? ‘How can I feel that I 

am helping learning?’ they are thinking about ways of developing. They are 

acknowledging that it is possible to change the way they teach and perhaps also the 

preconceptions that they have about teaching and learning. 

 

Professional development means becoming a student of learning, your own 

as well as that of others. It represents a widening of the focus of teaching to include 

not only the subject matter and the teaching methods, but also who are working with 

the subject and using the methods. It means taking a step back to see the larger 
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picture of what goes on in learning, and how the relationship between students and 

teachers influences learning. It also means attending to small details which can in 

turn change the bigger picture. Teacher development is a continuous process of 

transforming human potential into human performance, a process that is never 

finished. 

 

Adrian Underhill’s definition of teacher development is particularly 

succinct: “Teacher development is the process of becoming the best kind of teacher 

that one is able to be, a process that can be started but never finished” (Underhill, 

1986: 1). One way of looking at this kind of development is to question what 

experience means. Does “10 years” experience mean the same year experienced 10 

times or has the individual with that experience moved forward, experimented and 

developed as a teacher during that period? 

 

Teacher development, as we understand it, draws on the teacher’s own inner 

resource for change. It is centred on personal awareness of the possibilities for 

change, and of what influences the change process. It builds on the past, because 

recognizing how past experiences have or have not been developmental helps 

identify opportunities for change in the present and future. It also draws on the 

present, in encouraging a fuller awareness of the kind of teacher you are now and of 

other people’s responses to you. It is a self-reflective process because it is through 

questioning old habits that alternative ways of being and doing are able to emerge.                             

 

There have almost certainly been occasions in the past when your teaching 

has been strongly influenced by someone you have met, by a new approach or idea, 

by a change of job or a course you have attended. Perhaps you have also observed 

periodic shifts in your approach, when you have decided that something is no longer 

working for you and that you will try doing things differently. Examples of this 

might be a decision to trust your learners more and encourage them to give you 

feedback,  to manage your time differently and be more careful about what work you 

take home with you; or to give particular attention to a skill or area of expertise that 

interests you. Thinking about the way that you have experienced change and new 
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learning in the past could give you insight into what kind of development you would 

like for yourself now and how to go about it. 

 

When is Teacher Development Started? 

 

Teachers usually need to develop themselves in the following situations: 

• A teacher has the responsibility to be up-to-date with respect to recent 

developments in her/his fields. 

• A teacher regularly engages in a process of reflection on her/his own 

professional activity in order to improve her/his own practice. 

• A teacher collaborates with other teachers in their practice and also shares 

experiences with them. 

• A teacher is expected to engage in professional development throughout 

her/his career in an autonomous way (Oja, 1989). 

 

In order to take theory into practice, teachers should become aware that 

within their own teaching routine they have the main tools for professional progress: 

their own teaching experience and reflections on it and the interaction with other 

teachers in the institution. Ur argues that “teacher development takes place when 

teachers, as individuals or in a group, consciously take advantage of such resources 

to forward their own professional learning” (Ur, 1996: 318). Development does not 

just happen with time, it happens with awareness: an awareness of a need to change. 

This means that awareness is the first step towards change and improvement. 

 

Mission and Principles of Professional Development 

 

Professional development plays an essential role in successful education 

reform. Professional development serves as the bridge between where prospective 

and experienced educators are now and where they will need to be to meet the new 

challenges of guiding all students in achieving to higher standards of learning and 

development. 
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High-quality professional development refers to rigorous and relevant 

content strategies and organizational supports that ensure the preparation and career-

long development of teachers and others whose competence, expectations and 

actions influence the teaching and learning environment. Both pre-and in-service 

professional development require partnerships among schools, higher education 

institutions and other appropriate entities to promote inclusive learning communities 

of everyone who impacts students and their learning. Those within and outside 

schools need to work together to bring to bear the ideas, commitment and other 

resources that will be necessary to address important and complex educational issues 

in a variety of settings and for a diverse student body. 

 

Equitable access for all educators to such professional development 

opportunities is imperative. Moreover, professional development works best when it 

is part of a system wide effort to improve and integrate the recruitment, selection, 

preparation, initial licensing, induction, ongoing development and support, and 

advanced certification of educators. 

 

High-quality professional development should incorporate all of the 

principles stated below. Adequately addressing each of these principles is necessary 

for a full realization of the potential of individuals, school communities and 

institutions to improve and excel. 

 

The mission of professional development is to prepare and support 

educators to help all students achieve high standards of learning and development. 

Professional development: 

• focuses on teachers as central to student learning, yet includes all other 

members of the school community; 

• focuses on individual, collegial and organizational improvement; 

• respects and nurtures the intellectual and leadership capacity for teachers; 

• reflects best available research and practice in teaching, learning and 

leadership; 
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• enables teachers to develop further expertise in subject content, teaching 

strategies, uses of technologies and other essential elements in teaching to 

high standards; 

• promotes continuous inquiry and improvement embedded in the daily life of 

schools; 

• is planned collaboratively by those who will participate in and facilitate that 

development; 

• requires substantial time and other resources; 

• is driven by a coherent long-term plan, 

• is evaluated ultimately on the basis of its impact on teacher effectiveness and 

student learning; and this assessment guides subsequent professional 

development efforts (Underhill, 1995). 

 

Teachers and other educators play critical roles in education reform 

strategies intended to ensure that all students have equal opportunities to achieve to 

high standards of learning and development. 

 

Practising teachers are the key to the transformation of schools and that in 

order for teachers to lead the reform efforts; they need to be offered, expanded and 

enriched professional development experiences. Such experiences should be tied 

directly to the emerging student performance standards and be continuous, site-

based, teacher-designed and organizationally focused. Professional development 

programs with these characteristics have to be viewed as essential or core activities 

that are less vulnerable to budget cuts. 

      

Professional development is an integral part of current efforts to transform 

and revitalize education. The promise of a high-quality education for all students is 

dependent not only on a total restructuring of schools, but also on the knowledge and 

commitment of practitioners to restructuring. As a school reform proponent, Ann 

Lieberman states,  
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      For school restructuring to occur, a combination of factors must be present at 
the same time and over time-including leadership, a shared mission, school goals, 
necessary resources, the promotion of colleagueship and the provision of 
professional development for teachers (Lieberman, 1996: 24). 

 

Characteristics of Effective Professional Development 

 

Staff development can be viewed in two but complementary ways. First, it 

can be seen as a powerful strategy for implementing specific improvements. Second, 

for long-term effectiveness it must be seen as part and parcel of the development of 

schools as collaborative workplaces. Staff development, then, is both a strategy for 

specific, instructional change and strategy for basic organizational change in the way 

teachers work and learn together (Fullan, 1982). 

 

Effective professional development: 

• is ongoing; 

• includes training, practice and feedback; opportunities for individual 

reflection and group inquiry  into practice; and coaching or other follow-up 

procedures; 

• is school-based and embedded in teacher work; 

• is collaborative, providing opportunities for teachers to interact with peers; 

• focuses on student learning, which should, in part, guide assessment of its 

effectiveness; 

• encourages and supports school-based and teacher initiatives; 

• is rooted in the knowledge base for teaching; 

• incorporation of available knowledge bases; 

• time to work on staff development and assimilate new learning; 

• designs built on principles of adult learning and the change process; 

• appropriate incentives and rewards; 

• integration of individual goals and district goals, 

• leadership and sustained administrative support; 

• experimentation and risk-taking; 
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• appropriate participant involvement in goal setting, implementation, 

evaluation and decision-making; 

• formal placement of the program within the philosophy and organizational 

structure of the school and district; 

• incorporates constructivist approaches to teaching and learning; 

• recognizes teachers as professionals and adult learners; 

• provides adequate time and follow-up support; and 

• is accessible and inclusive. 

 

Why Most Professional Development Fails 

 

Teachers of English participate in many teacher training courses for 

professional development all over the world. However, according to teacher 

educators like Turney (1982), these courses have not been very effective. Below are 

the reasons for failure: 

• One-shot workshops are widespread but are ineffective. 

• Topics are frequently selected by people other than those for whom the in-

service is intended. 

• Follow-up support for ideas and practices introduced in in-service programs 

occurs in only a very small minority of cases. 

• Follow-up evaluation occurs infrequently. 

• In-service programs rarely address the individual needs and concerns. 

• The majority of programs involve teachers from many different schools, but 

there is no recognition of the differential impact of positive and negative 

factors within the systems to which they must return. 

• An inadequate theory of implementation, resulting in too little time for 

teachers and school leaders to plan for and learn new skills and practices; 

• Too many competing demands or overload; 

• Failure to address the incompatibility between project requirements  and 

existing organizational policies and structure; 

• Lack of awareness of  the limitations of teacher and school administrator 

knowledge about how to implement the project; 
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• The turnover of teachers in each school; 

• Lack of technical assistance and other forms of intensive staff development; 

• Under-funding the project or trying to do too much with too little support. 

 

Developmental Activities 

 

It is a common experience among teachers to feel, after several years of 

teaching, that they need a fresh impetus to encourage them to go on learning and 

developing. Most teachers can recognize a point in their career when they have 

mastered the technical skills. Some believe, having reached that point, that they have 

attained their own personal best and have nothing more to learn. Some decide to go 

on a further course of academic study such as an advanced diploma or Master’s 

degree, or some kind of in-service training. 

 

Many other teachers who are keen to understand more about teaching and 

learning find, however; that academic courses either are not an option, or seem not to 

provide an appropriate way of developing themselves. The questions that motivate 

such teachers to go on learning come from the sense that they have the potential 

within themselves to become better teachers through deepening their own 

understanding and awareness of themselves and of their learners. 

 

• Acquisition of new knowledge and skills. A responsibility to be up-to-date; 

• Engagement in a process of reflection on their own professional activity; 

• Active participation in professional bodies and associations; 

• Collaboration with colleagues; 

• Continued advancement of their field. The discovery of new developments; 

• Sharing findings and results with colleagues; 

• Professionals are expected to engage in professional development throughout 

their careers. 

• Training or certification is only the first step in a professional career; 

• Professionals are independent and their professional development is 

characterized by a much higher level of autonomy than any non-professional 
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activity. This implies that a professional is in charge of and has responsibility 

for his or her own professional development. 

 

How are Training and Development Different? 

 

It has been customary, among people concerned with the definition of what 

teacher development is not, to list the respective merits of training and development 

in terms of polar opposites. Tessa Woodward (1991) points out, however, that 

comparisons of this kind, while perhaps helpful in drawing attention to some 

differences of emphasis between types of teacher learning, can also separate and 

polarize approaches rather than helping to build a fuller, more complete picture. 

 

      Teacher training                                             Teacher development 

• compulsory                                                 voluntary 

• competency based                                       holistic 

• short term                                                    long term 

• one-off                                                         ongoing 

• temporary                                                    continual 

• external agenda                                           internal agenda 

• skill/technique and knowledge                   awareness based, angled 

based                                                         towards personal growth 

• compulsory for entry to the                        non-compulsory 

profession 

• top-down                                                     bottom-up 

• product/certificate weighed                        process weighted           

means you can get a job                           means you can stay interested in 

                                                                                your job 

• done with experts                                        done with peers 

 

It is more useful to see training and development as two complementary 

components of a fully rounded teacher education. Teacher training essentially 

concerns knowledge of the topic to be taught, and of the methodology for teaching it. 
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It emphasizes classroom skills and techniques. Teacher development is concerned 

with the learning atmosphere which is created through the effect of the teacher on the 

learners, and their effect on the teacher. It has to do with ‘presence’ and ‘people 

skills’, and being aware of how your attitudes and behaviour affect these. 

 

Teacher training can be seen as the process of equipping an individual with 

the means to carry out the job of teaching. This is normally done by means of a 

course of training that presents the individual with a series of skills that meet the 

requirements of different aspects of teaching. In the specific field of language 

teaching, these would consist of skills and techniques to teach grammar, lexis, 

pronunciation, reading, writing, listening and speaking, plus the more general skills 

involved in classroom management. For the most part it is fair to say that teacher 

training is a process that comes from outside – from a course and from a trainer or 

group of trainers. 

 

In using the term development, the intent here is to suggest that teachers 

continue to evolve in the use, adaptation and application of their art and craft. It is 

the continuance of that evolution that teacher education programs seek, but rarely 

establish. Teacher development, on the other hand, comes from within the individual 

and requires a commitment from that individual to move forward in some way as a 

teacher. 

 

Adrian Underhill (1988) has been an important influence within the EFL 

teaching community in identifying and naming this distinction. In the following 

excerpt, he defines the difference as he sees it: 

 

      The argument for training in this sense may go like this:’ I believe that my 
effectiveness as a teacher depends largely on my pedagogic skills and my 
knowledge of the topic I am teaching and on all the associated methodology. My 
teaching is only as good as the techniques or materials that I employ, and I 
improve by learning more about them. I acknowledge that the kind of person I am 
affects my teaching, but I don’t really see what I can do about this other than by 
further training and by gaining experience. 
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      The part of me that argues for development may say things like: ‘I believe that 
my effectiveness as a teacher depends largely on the way I am in the classroom, 
on my awareness of myself and my effect on others, and on my attitudes towards 
learners, learning and my own role. I value my facility with pedagogic skills and 
my knowledge of the topic, but it is the ‘me’ who operates them that primarily 
influences their effectiveness. I teach only as well as the atmosphere that I 
engender. I believe that education is change and that I will not be able to educate 
unless I am also able to change, otherwise my work will come to have a static 
quality about it that is not good for me or for my students.  (Underhill, 1988:4) 

 

 

How can Training and Development Complement Each Other? 

 

Although teaching is a skill, the rudiments of which can be acquired by 

study, imitation of models, evaluation and other means, it is not an activity which can 

be successfully conducted in a way which is extrinsic to a person’s being. Bolitho 

says “The best teachers I know are all people who have achieved integrity of 

personality; the best teaching I have been aware of has been at moments when the 

barriers between teachers and students, between the classroom and the world, have 

become unnoticeable or irrelevant. Conversely, I have seen technically brilliant 

teaching which has been devoid of any lasting significance” (1986: 2). 

 

These perceptions have consequences for teacher training and teacher 

development. Affective factors are often neglected on training courses, on grounds 

that personalities represent an unwelcome variable, or that they will possibly 

encourage too much concentration on unpredictable fringe issues. On the other hand, 

maybe it is wrong to expect too much of training courses, especially initial ones. 

Most of them take place at a time when trainers are still squaring up to life, and most, 

too, have a limited amount of time available to achieve minimum stated aims. The 

problem is that for some teachers, these courses represent an end: ‘Now that I am 

qualified, my professional education is over’. 

 

An alternative view would be: “Now that I am qualified, the door is open to 

a new and exciting period of personal and professional growth” (Nolder, 1992: 38). 

This view would at least partially relegate the initial training course to the status of a 

skills program which is its most valuable function. The problem is what follows. 
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Teachers may attend in-service training courses, even MA in ELT in quest of 

external solutions and stimuli, with a sharp focus, still, on knowledge and skills. The 

discontent or ambition which leads them to take such a course may colour their view, 

preventing them from seeing other ways forward. For the training of teachers 

(leading to their qualification and certification), usually has very little to do with 

development; or if it does, the effect is all too often coincidental. 

 

This is not to say that development cannot be planned or budgeted for. In all 

the debate about quality in education, we often overlook the fact that initial training 

is massively funded, that in-service training and the acquisition of qualifications are 

well institutionalized, but that teacher development opportunities are rarely 

supported. Stale or narrowly subject-bound teachers are a menace to the profession, 

yet a career structure which emphasizes training at the expense of development 

means that such teachers proliferate. Just how do teachers grow and develop? Some, 

of course, don’t. Some do benefit from further training. Many related disciplines 

have a lot to offer teachers in terms of perspective, self-discovery and sensitivity to 

others. 

 

Others still have job-swapped or taken leave of absence to work on an 

overseas contract, bringing them into touch with fresh personal and professional 

influences. Paid sabbaticals seem to be a luxury in our cost-conscious age, but a 

teacher needs breathing space, time to consider fresh ideas, an escape from the 

downward spiral of weekly routine, for his students’ sake as much as his own. 

 

Why is Development an Important Concept in Teacher Education? 

 

Teacher development has sometimes been unhelpfully identified as a further 

step beyond training, and as being particularly concerned with the needs of 

experienced teachers as opposed to those in initial training. By keeping it separate 

from training, it is implied that development is something distinct and unusual, and 

that people who have little or no experience of teaching are not ready to deal with the 

issues it raises. Yet this is to misrepresent the essential nature of teacher 
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development, which is a reflective way of approaching whatever it is that we are 

doing as teachers and whatever level of experience we are doing it. When better to 

learn the attitudes and intentions of a developmental outlook, than when we are 

starting out? 

 

The focus of teacher education is already being extended from a narrowly 

based training model towards a broader approach in which developmental insights 

are learned alongside classroom teaching skills. The implications for ‘teacher 

educators’ (i.e. people who design and implement teacher education programs both at 

pre-service and in-service levels are discussed in the excerpt below by Pennington 

(1990), a lecturer in teacher education in the US. She argues that viewing teaching as 

a profession provides a motivation for continuous career growth, and that teacher 

educators have a responsibility to prepare teachers right from the start to adopt a 

developmental perspective. 

 

       Within the framework of teaching as a profession, teacher preparation aims at 
the development of competency standards for the field and for the attainment of a 
certain level of competency for all individuals, while underscoring the importance 
of individualized professional growth throughout the teaching career. Professional 
teacher preparation programs will have as goals the development of an extensive 
repertoire of classroom skills and the judgment to apply these skills as needed. In 
this way, teacher preparation moves beyond ‘training’ in the narrow sense to 
enabling an individual to function in any situation, rather than training for a 
specific situation. 
 
      For long-term professional development, education can provide the 
confidence and the knowledge to continue to reach and to grow, while a 
practicum or pre-practicum course (in-service and pre-service training) can, for 
example, provide experience in accepting feedback and implementing suggestions 
offered as feedback by another professional - a colleague or supervisor. Education 
provides the background for helping the teacher to understand what type of 
feedback is appropriate in different situations; training can teach the candidate 
how to give that feedback, both to students and to colleagues, in a way that will 
be most beneficial. Education also aims to build tolerance in future teachers and 
teacher supervisors, reminding them that there are many different perspectives on 
teaching, all of which may be equally valid. Practical training experiences can 
also assist in the development of attitudes that are open to differing perspectives 
and to modification through experience. (Pennington, 1990: 134-5) 
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Why is it Helpful for Learners to See that Teachers are Capable of Developing? 

 

Teachers who have the capacity to go on seeing and doing things in new 

ways are a powerful example to their students of how it is possible to embrace the 

opportunities that change brings with it. Fullan (1993) sees this as an important role 

for teachers. He suggests that there are four core capacities which are necessary for 

dealing positively with change. These are personal vision-building, inquiry, mastery 

and collaboration. 

Capacities for Managing Change 

Personal Vision-Building  

It is not a good idea to borrow someone else’s vision. Working on vision means 

examining and re-examining, and making explicit to ourselves why we came into 

teaching. Asking ‘What difference am I trying to make personally?’ is a good a place 

to start ... To articulate our vision of the future ... forces us to come out of the closet 

with doubts about ourselves and what we are doing ... It comes from within, it gives 

meaning to work, and it exists independently of the particular organization or group 

we happen to be in. Once it gets going, personal purpose is not as private as it 

sounds. The more one takes the risk to express personal purpose, the more kindred 

spirits one will find. Individuals will find that they can convert their own desires into 

social agendas with others. When personal purpose is present in numbers, it provides 

the power for deeper change. 

Inquiry 

Inquiry is necessary at the outset for forming personal purpose. While the latter 

comes from within, it must be fuelled by information, ideas, dilemmas and other 

contentions in our environment. Reflective practice, personal journals, action 

research, working in innovative mentoring and peer settings are some of the 

strategies currently available. Inquiry means internalizing norms, habits and 

techniques for continuous learning. 

Mastery 

The capacity of mastery is another crucial ingredient. People must behave their way 

into new ideas and skills, not just think their way into them. Mastery and competence 

are obviously necessary for effectiveness, but they are also means (not just 
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outcomes) for achieving deeper understanding. New mindsets arise from new 

mastery as much as the other way around. 

Collaboration 

Collaboration is the fourth capacity. There is a ceiling effect to how much we can 

learn if we keep to ourselves. People need one another to learn and to accomplish 

things. Small-scale collaboration involves the attitude and capacity to form 

productive mentoring and peer relationships, team building and the like. On a larger 

scale, it consists of the ability to work in organizations that form cross-institutional 

partnerships such as school district, university and school-community and business 

agency alliances, as well as global relationships with individuals and organizations 

from other cultures. 

               

We need to go public with a new rationale for why teaching and teacher 

development is so fundamental to the future of society. To do so we need the 

capacities of change agentry.  

 

2.8 Professionalism/Professional Competence 

 

A professional is, broadly speaking, someone whose work involves 

performing a certain function with some degree of expertise. Therefore, as Day 

claims, teachers play a great part in the quality of education: “Teachers are at the 

heart of the educational process. The greater the importance attached to education as 

a whole the higher is the priority that must be accorded to the teachers responsible 

for that education” (Day, 1999: 1). 

 

The nature of teaching demands that teachers engage in continuing career-

long professional development, but particular needs and the ways in which they may 

be met will vary according to circumstance, personal and professional histories and 

current dispositions. Growth involves learning which is sometimes natural and 

evolutionary, sometimes opportunistic and sometimes the result of planning. 

Continuing professional development (CPD) is inclusive of these different kinds of 

learning. Over the course of a career it would be reasonable to expect that teachers 
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will have opportunities to participate in a range of informal and formal activities 

which will assist them in processes of review, renewal, enhancement of thinking and 

practice, and importantly, commitment of the mind and heart; and that these will 

focus upon personal and professional purposes, individual and collective, inquiry-

based and technical needs (Darling-Hammond, 1993). 

 

There are ten precepts which are grounded in the researched realities of 

teachers and teaching, professional learning and development and the contexts in 

which they take place. 

 

• Teachers are the schools’ greatest asset. They stand at the interface of the 

transmission of knowledge, skills and values. Teachers will only be able to 

fulfil their educational purposes if they are both well prepared for the 

profession and able to maintain and improve their contributions to it through 

career-long learning. Support for their well being and professional 

development is, therefore, an integral and essential part of efforts to raise 

standards of teaching, learning and achievement. 

• One of the main tasks of all teachers is to inculcate in their students a 

disposition towards lifelong learning. They must, therefore, demonstrate their 

own commitment towards and enthusiasm for lifelong learning. 

• Continuing, career-long professional development is necessary for all 

teachers in order to keep pace with change and to review and renew their own 

knowledge, skills and visions for good teaching. 

• Teachers learn naturally over the course of a career. However, learning from 

experience alone will ultimately limit development. 

• Teachers’ thinking and action will be the result of an inter-play between their 

life histories, their current phase of development, classroom and school 

settings and the broader social and political contexts in which they work. 

• Classrooms are peopled by students of different motivations and dispositions 

to learning, of different abilities and from different backgrounds. Teaching, 

therefore, is a complex process. Although organizational complexity may be 

reduced, e.g. through setting, successful teaching will always demand both 
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intrapersonal and interpersonal skills, and personal and professional 

commitment. It is a synthesis of the head and the heart. 

• The way the curriculum is understood is linked to teachers’ constructions of 

their personal and professional identities. Content and pedagogical 

knowledge cannot, therefore, be divorced from teachers’ personal and 

professional needs and moral purposes. It follows that professional 

development must pay close attention to these. 

• Teachers cannot be developed passively. They develop actively. It is vital, 

therefore, that they are centrally involved in decisions concerning the 

direction and processes of their own learning. 

• Successful school development is dependent upon successful teacher 

development. 

• Planning and supporting career-long development is the joint responsibility of 

teachers, schools and government. (Day, 1997: p.1-2) 

 

Professional development, then, is a serious business, central to maintaining 

and enhancing the quality of teachers and the leadership roles of heads or principals. 

The concept of professional development represents what others have termed an 

‘expanded view of professional learning’ (Lieberman, 1996). It therefore includes the 

largely private, unaided learning from experience through which most teachers learn 

to survive, become competent and develop in classrooms and schools; as well as 

informal development opportunities in school and the more formal ‘accelerated’ 

learning opportunities available through internally and externally generated in-

service education and training activities. Lieberman (1996) provides a classified list 

of practices which encourage development which “moves teachers beyond simply 

hearing about new ideas or frameworks for understanding teaching practice, to being 

involved in the decisions about the substance, process and organizational supports 

for learning in school and to finding broader support mechanisms – such as networks 

or partnerships – that provide opportunities and innovative norms from groups 

outside the school” (p.187). She identifies three settings in which learning occurs: 

• direct teaching (through, for example, conferences, courses, workshops, 

consultations); 
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• learning in school (through, for example, peer coaching, critical friends, 

quality review, appraisal, action research, portfolio assessment, working on 

tasks together); 

• learning out of school (through, for example, reform networks, school-

university partnerships, professional development centres, subject networks 

and informal groups). 

 

A further setting in which much learning might be expected also to occur is: 

• learning in the classroom (through, for example, student response). 

 

The significance of this classification is that it draws attention to the 

importance of informal learning which derives its purpose and direction from the 

goals of teachers’ work; and illustrates the relatively small proportion of learning in 

the workplace that formal education and training contribute. This is not a judgment 

on the quality or significance of education and training targeted at key moments in 

individual professional and organizational development. Both learning in and out of 

the workplace are necessary. However, it suggests strongly that a learner-focused 

perspective is much more important than a training-focused perspective in the 

successful planning and management of the continuing professional development of 

teachers. 

 

Such a learner-focused perspective will need to recognize the characteristics 

and roles of the individual learner, organizational culture, colleagues and leadership 

as factors which contribute to the quality of professional learning and development. 

Figure 2.7 provides an illustration of the ways in which they are interrelated. 
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Figure 2.7 

Factors contributing to the quality of professional learning (Day, 1999: p.4) 

 

Actively engaging in development throughout a twenty-five-year teaching 

career is an ambitious undertaking. It means setting and maintaining high standards 

of teaching; interacting differentially with a range of students whose needs, 

motivations, circumstances and abilities will vary, yet for whom achievement 

expectations must be appropriate and challenging; being an active member of adult 

communities in and outside the school; responding to external change demands; and 

maintaining commitment, enthusiasm and self-confidence amidst the continuing 

turbulence of classroom and school life. These constitute the professional role of the 

teacher; and the central purpose of professional development is to enable teachers to 

fulfil that role in the changing contexts in which teachers work and learning takes 

place. 

      

Most definitions of professional development emphasize its principal 

purposes as being the acquisition of subject or content knowledge and teaching skills 

(Hoyle, 1980), but this definition goes beyond them. 
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       Professional development consists of all natural learning experiences and 
those conscious and planned     activities which are intended to be of direct or 
indirect benefit to the individual, group or school and which contribute, through 
these, to the quality of education in the classroom. It is the process by which, 
alone and with others, teachers review, renew and extend their commitment as 
change agents to the moral purposes of teaching; and by which they acquire and 
develop critically the knowledge, skills and emotional intelligence essential to 
good professional thinking, planning and practice with children, young people 
and colleagues through each phase of their teaching lives. (Day, 1999, p.4) 

 

The definition reflects the complexity of the process. More importantly, 

though, it takes account of research into teacher learning and development which 

reveals the crucial importance to effective teaching of maintaining and building upon 

the desire of most teachers ‘to make a difference in the lives of students’ 

(Stiegelbauer, 1992). 

 

Being a Professional 

 

Changes over the last 25 years have challenged teachers’ professional 

autonomy and brought the question of what it means to be a professional under 

increasing scrutiny. 

 

The professional has the following characteristics: 

• is primarily occupied in real-time action. 

• thinks in order to improve action. 

• is interested in finding out what works. 

• is an immediate agent of real-word change. 

• is evaluated in the short term by the extent to which he or she brings about 

valuable change. 

• is evaluated in the long term by his or her influence on the thought and action 

of professionals (Day, 1993). 

 

A core traditional claim by teachers has been that they are ‘professionals’. 

Implicit within this is the perception of a tradition that their training provides them 

with expert knowledge of subject, pedagogy and students and that their position as 

teacher accords a degree of autonomy. Whether or not teachers are professionals has 
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been the subject of much writing over the years. Traditionally, ‘professionals’ are 

distinguished from other groups of workers because they have: 

• a specialized knowledge base – technical culture; 

• commitment to meeting client needs – service ethic; 

• strong collective identity – professional commitment; 

• collegial as against bureaucratic control over practice and professional 

standards – professional autonomy (Talbert and McLaughlin, 1994). 

 

As teachers do not have control over professional standards, in this respect 

teaching has been regarded as a ‘semi-profession’ (Etzioni, 1969). 

 

On the other hand, Pennington (1990) puts out that professionalism is a 

recurring concern of language teachers and language teaching organizations and 

language teaching is now universally regarded as a profession – that is, as having 

unique characteristics, as requiring specialized skills and training, as being a lifelong 

and valued career choice and as offering a high level of job satisfaction. The degree 

to which individual teachers have a sense of professionalism about their work 

depends upon: 

• their own working conditions; 

• their personal goals; 

• their personal attitudes; 

• the career prospects available to language teachers in their community. 

 

In the survey conducted by Richards and Lockhart (1994), English language 

teachers reported their belief that language teaching is a profession and that teachers 

engaged in it are professionals. They reported that they are willing to assume 

professional responsibilities, that they can take charge of their teaching, and that they 

can improve the learning outcomes of their students. They shared a common view 

toward the language they teach, stressing its value and importance in their 

community   
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Barlett (1987) sees the key to professionalism in teaching as centring on 

giving teachers the means to better understand their own classroom practices. 

 

      I think we should be thinking about the best means or best professional 
development practices that will make teachers professionals. We need to find the 
best ways for helping them to explore their teaching. That practice involves 
exploring the relationship between the individual teacher’s thinking and acting 
within the four walls of the classroom and the relationship between what the 
teacher does and how this reproduces and/or transforms values and social ideals 
in society. (Barlett, 1987: 63) 

 

Acquiring the qualifications to become a teacher has always been a 

necessary but insufficient condition to succeed as a professional over a career span. 

Inevitably, subject knowledge will need to be regularly up-dated, teaching 

organization and methods and skills revisited as, on the one hand, information 

becomes more accessible through advances in technology, while, on the other, 

teaching students who are less socially compliant in conditions which are less 

conducive to promoting learning becomes more challenging. Various forms of 

external monitoring of standards and published test results at key stages in students’ 

school lives mean also that teachers as well as schools are increasingly being judged 

– whether formally or informally – on a narrow set of results in basic areas of 

education, so that the temptation to teach only to the test in order to demonstrate 

basic competence will, for many teachers, become overwhelming. The maintenance 

of good teaching, however, demands that teachers revisit and review regularly the 

ways in which they are applying principles of differentiation, coherence, progression 

and continuity and balance not only in the ‘what’ and the ‘how’ of their teaching but 

also in the ‘why’ in terms of their core ‘moral’ purposes. Visions of themselves as 

educationalists with broader purposes are likely to dim without continuing 

professional development. In other words, teachers do have to be professional and 

also they have to behave professionally. 

 

Towards a New Professionalism 

 

Teaching takes place in a world dominated by change, uncertainty and 

increasing complexity. Government publications in Europe, North America and the 
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Antipodes stress the technological, economic and social challenges which schools 

(and therefore teachers) face. They are confronted, it is said, by a number of changes 

which lead to contradictory demands. 

On the one hand: 

• a commitment to education for all; 

• an extension of the period of initial schooling; 

• recognition of the growing importance of life-long education; 

• more emphasis or general education for children and young people which 

prepares them for life rather than providing vocational skills for specific jobs; 

• increasing emphasis on team work and co-operation, 

• a consensus that general education should include attention to environmental 

issues, tolerance and mutual understanding. 

 

On the other hand: 

• growing inequalities, deepening social differences and a break-down in social 

cohesion; 

• an increase in alienation among youth and dropping out of school; 

• high levels of youth unemployment and charges that young people are ill-

equipped to enter the world of work; 

• a resurgence of inter-ethnic tensions xenophobia, and racism as well as the 

growing influence of religious sects and problems of drugs and gangs with 

associated violence; 

• increasing emphasis on competition and material values (UNESCO, 1996: 2). 

 

Concerned with the need to raise the standards of achievement and improve 

their positions in the world economic league tables, governments over the last twenty 

years have intervened more actively to improve the system of schooling. Financial 

self-reliance and ideological compliance have become the twin realities for many of 

today’s schools and their teachers (Hargreaves, A., 1995). Externally imposed 

curriculum and management innovations have often been poorly implemented 

without consultation and they have resulted in periods of destabilization, increased 

workload and crises of professional identity for many teachers. As external 
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monitoring and assessment systems increase through teacher appraisal, school 

inspection and external student assessment they perceive a loss of public confidence 

in their ability to provide a good service. While governments have introduced 

changes in different ways at different paces, change is nevertheless not optional. It is 

a part of the post-modern condition which requires political, organizational, 

economic, social and personal flexibility and responsiveness (Hargreaves, A., 1994). 

Hargreaves describes the organizational metaphor of post modernity as a ‘moving 

mosaic’ which, 
       
      … can create increased personal empowerment but its lack of permanence and 
stability can also create crises in interpersonal relationships, as these relationships 
have no anchors outside themselves, of tradition  or obligation, to guarantee their 
scrutiny or continuance … (Hargreaves, 1994: p.9) 

 

Stability of employment and status has been the hallmark of teaching which 

traditionally has been regarded as a job for life. Little wonder that the post-modern 

condition for many teachers represents more of a threat than a challenge, or that 

many are confused by the paradox of decentralized systems, i.e. local-decision 

making responsibilities, alongside increased public scrutiny and external 

accountability. 

 

David Hargreaves identifies the shifts in culture, values and practices of 

teachers which have resulted from government reforms in England, but may be 

applied equally in many other countries of the world. 
        
       At its core, the new professionalism involves a movement away from the teacher’s 
traditional professional authority and autonomy towards new forms of 
relationships with colleagues, with students and with parents. These relationships 
are becoming closer as well as more intense and collaborative, involving more 
explicit negotiation of roles and responsibilities (Hargreaves, D., 1994: 424). 

 

He describes the ’piecemeal’ and ‘fragmented’ emergence of a ‘new 

professionalism’ and identifies trends in which teachers’ work is becoming less 

isolated, their planning more collaborative, their teaching more outcome oriented and 

their relationships with students and parents more overtly contractual. Crucially, he 
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identifies a post-technocratic model of professional education in which professional 

development is approached from four interconnected premises: 

• teachers are understood to have life-long professional needs and these will be 

met only if treated as in the case of any learner, in terms of continuity and 

progression; 

• for continuity and progression to be realized, teachers’ developmental needs 

must be assessed on a regular basis; 

• schools devise a plan for development from which also flow needs for 

professional development if the school’s development plan is to be 

implemented successfully; 

• professional needs arising from personal sources (e.g. appraisal) have to be 

reconciled with school needs from institutional sources (e.g. a development 

plan). 

 

In this model, all teachers are held to have rights to professional 

development and opportunities must be distributed equitably (p.430). David 

Hargreaves places two propositions ‘at the heart of’ the new professionalism. 

• to improve schools, one must be prepared to invest in professional 

development; 

• to improve teachers, their professional development must be set within the 

context of institutional development. (p. 436) 

 

This model appears to move beyond Hoyle’s (1980) earlier notions that 

teachers operate on ‘restricted’ or ‘extended’ professionalism by implicitly 

suggesting that teachers do not now have a choice. In a sense, this is self-evident. 

What is more controversial, however, is Hargreaves’ claim that “structures which 

nourish the new professionalism thereby empower schools and teachers, not only by 

providing them with the commitment and energy to pursue improvements in teaching 

and learning, but also by increasing the school’s capacity to undertake further 

development” (435). Critics have argued that the new managerial structures serve to 

de-professionalize rather than empower, and that by no means all of teachers’ 
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development needs are able to be located in and arise from institutional contexts 

(Stronach and Maclure, 1996). 

 

What for some is a root and branch attack upon teacher autonomy or teacher 

professionalism, for others is a change in its nature. At the heart of this paradox lie 

competing and contested definitions of what it means to be a professional. It is 

relatively un-contentious to identify changes: 

• in the conditions of work (e.g. through legislated change and increased 

bureaucratic accountability alongside decentralized decision-making); 

• the work itself (e.g. through the development of more systematic student 

assessment, target setting and curriculum setting and curriculum 

prescription);  

• its effects upon teachers (e.g. a longer working week). 

 

It is less easy, however, to agree on the consequences for the teaching community. 

 

At a macro-analytical level there are those who regard the increasing powers 

used by governments to restructure schools and schooling by, for example, 

• determining curriculum context, 

• relocating school governance, 

• introducing forms of national student assessment, 

• teacher appraisal, 

• school inspection systems;  

• differentiated salary structures, as an extension of bureaucratic 

control which has served to ‘de-professionalize’ teachers: 

 

Some argue that increased bureaucratic control and intensification over the 

last 20 years have reduced individual teachers’ areas of discretion in decision-

making, have led to ‘chronic and persisting’ overload and have effectively resulted in 

deskilling (Harris, 1996). Teachers are on the way to becoming ‘technicians’ whose 

job is to meet pre-specified achievement targets and whose room to manoeuvre, to 

exercise discretion – a hallmark of an autonomous professional – is thus increasingly 
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restricted. As externally imposed performance targets grow, as competency-driven 

models for pre-service and in-service teachers at different stages of career are 

developed, and as systems of re-accreditation at regular intervals are introduced – all 

in the name of maintaining and raising standards through increased professionalism 

and ‘it ‘is tempting to subscribe to the view that teachers are deluded by the ideology 

of professionalism. The demands made upon teachers are changing the roles of 

teachers, making the educative role of schools more complex; and as the need to 

compete economically in ever more competitive world markets  

 

There can be no doubt the circumstances in which teachers work and the 

demands made upon them are changing as communication technologies erode the 

role of teacher as exclusive holder of expert knowledge, as the social fabric of 

society becomes more fragmented, thus making the educative role of schools more 

complex; and as the need to compete economically in ever more competitive world 

markets leads inexorably to a market-oriented education service (Elliott, 1993). 

 

Elliott (1993) characterizes the ideology as a ‘social market’ view in which: 

• educational goals are treated as product specifications or targets ... 

• ‘targets’ or ‘learning outcomes’ must be pre-specified and standardized ... 

• educational processes are technologies designed to achieve required outcomes ... 

• quality is defined by outcome ... 

• evidence of quality relates to effectiveness and efficiency ... 

• parents, employers (and students) are consumers ... 

• schools are units of production whose performance is regulated by consumer choice 

which itself relates to achievement scores (p. 54). 

 

The impact of the changing economic, social and knowledge contexts upon 

the education service as a whole class has caused a move, then, from the traditional 

post-war model of the autonomous professional. In particular, what students learn, 

what they must achieve as the outcome of learning and what standards they maintain 

is now explicitly the everyday business of government. Teachers, it seems, must 

conform to the social market model. 
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However, macro-oriented analyses do not investigate individual realities of 

teachers at local levels. It is unlikely that teachers misrecognize what is happening to 

their work, as some would suggest (e.g. Robertson, 1996). Can anyone seriously 

believe that teachers have not noticed the new metaphors of curriculum delivery, 

attainment targets, value for money and performance appraisal? Many teachers, far 

from being the passive victims of reforms, are re-asserting their autonomy alongside 

the new accountabilities which are required of them. They are actively interpreting 

the restructuring of their work in accordance with their own professional judgments 

(Woods, 1994) in order to maintain their professional or substantive selves. 
 

      Teaching is very much part of these teachers’ substantive self. They have a 
strong sense of professionalism. They know how they want to teach and are not 
going to be dictated to. They consequently strongly resist the notion that they are 
being de-professionalized. (Woods, 1994: 402) 

 

Nixon, in a review of the changing purposes of professionalism in the 

second part of the twentieth century, outlines ‘a new version of teacher 

professionalism based upon the enabling of learning, the accommodation of 

difference and the practice of agreement (Nixon, 1997: 5). He proposes that teachers, 

as part of a learning profession, will necessarily be involved in a continuing process 

of learning about difference and about how difference may be accommodated within 

four integrative modes of agreement-making: 
 

Intra-professional: collegiality. Teachers working together, sharing ideas and 

evaluating their collective practice in such a way as to achieve a coherent public 

presence ...; 

Professional/student: negotiation. Teachers negotiating learning tasks with students 

and seeking to involve them in school organization issues and community education 

projects ...; 

Inter-professional: co-ordination. Teachers working intensively at the boundaries, 

keeping a connection with other professionals and agencies and involving themselves 

in the local community ...; 

Professional/parent: partnership. Teachers working with parents as partners and 

recognizing them as complementary educators  (Nixon, 1997: 16). 
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He advocates communicative action which seeks to build agreements 

through shared understandings, but warn that the success of these, ‘will depend on 

the extent to which its agreement making processes aspire to be integrative and 

participative, the extent to which they recognize difference.’ (p.25) 

 

      From this perspective, teachers attain to professionalism through a 
commitment to establishing effective working relationships and alliances with 
those who stand outside the professional frame.  Any claim teachers might make 
to professionalism within the new management of education should be based, 
then, not on a set of monopolistic practices, but on a commitment to breaking 
down the old professional monopolies and working with both students as agents 
of their learning and parents as complementary educators. (p.25) 

 

Sachs (1997: 269 identifies five core values which constitute the 

fundamentals of a proactive and responsible approach to professionalism. 

Learning in which teachers are seen to practice learning, individually with their 

colleagues and students. 

Participation in which teachers see themselves as active agents in their own 

professional worlds. 

Collaboration in which collegiality is exercised within and between internal and 

external communities. 

Co-operation through which teachers develop a common language and technology 

for documenting and discussing practice and the outcomes. 

Activism in which teachers engage publicly with issues that relate directly or 

indirectly to education and schooling, as part of their moral purposes. 

 

This brief analysis of ‘professionalism’ reveals an emerging consensus of 

the ‘norms’ which may apply to being and behaving as a professional within 

personal, organizational and broader political conditions which are not always 

conducive to teacher development. Equally important are the values frameworks 

which inform the work of teachers. 
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Teaching as a Moral Enterprise 
 

Teachers have always worked within a framework of accountability, 

identified as: 

• Answerability to one’s clients, i.e. students and parents (moral 

accountability). 

• Responsibility to oneself and one’s colleagues (professional responsibilities). 

• Accountability in the strict sense to one’s employers or political masters 

(contractual accountability).  

 

The logic is that teachers’ work can be assessed in relation to their success 

in enabling students to achieve the desired results. Although teachers’ concern for 

students is grounded in relationships in the connectedness of teachers and learners’ 

(Elbaz, 1990: 421), it goes beyond being responsive and caring for them to include a 

moral duty. Thus, Socket (1993: 13) argues: 

 

      The generic teacher does not just get people to learn within an educational 
endeavour, for teaching is an interpersonal activity directed at shaping and 
influencing by means of a range of pedagogical skills, what people become as 
persons through whatever it is that is taught ... As a teacher is one who helps to 
shape what a person becomes, so the moral good of every learner is of 
fundamental importance in every teaching situation ... I am describing a view of 
teaching as primarily moral (i.e. dedicated to an individual’s welfare rather than 
instrumental (e.g. for economic reasons) or non-educative (e.g. for custodial 
reason).  

 

Socket’s concern is with the moral rights and duties of a professional role 

and he defines four dimensions: 

• community (which provides a framework of relationships); 

• knowledge or expertise (with technique subservient to moral criteria); 

• accountability (to individuals and the public); 

• ideal 

 

He suggests that only by seeing the interplay between ideals of service, 

purposes and practices can the professional comprehend the moral role and adds to 
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these dimensions five major virtues intrinsic to teaching which are central to 

understanding its practice: 

• honesty 

• courage 

• care 

• fairness 

• practical wisdom 

 

Michael Eraut, too, argues convincingly that ‘it is the moral and 

professional accountability of teachers which should provide the main motivation for 

their continuing professional development’. He suggests further that being a 

professional practitioner implies: 

 

• A moral commitment to serve the interests of students by reflecting on 

their well-being and their progress and deciding how best it can be 

fostered or promoted. 

• A professional obligation to review periodically the nature and 

effectiveness of one’s practice in order to improve the quality of one’s 

management, pedagogy and decision-making. 

• A professional obligation to continue to develop one’s practical 

knowledge both by personal reflection and through interaction with 

others. (Eraut, 1995: 232) 

 

Teachers are not only recipients of policy change initiated from outside their 

schools and classrooms, but they are also themselves ‘initiators of change’. Moral 

purpose is a natural ally of ‘change agentry’: 

 

       Stated more directly, moral purpose - or making a difference - concerns 
bringing about improvements. It is, in other words, a change theme. Moral 
purpose keeps teachers close to the need of students and youth; change agentry 
causes them to develop better strategies for accomplishing their moral goals. 
(Fullan, 1993: 12) 
  

Teacher change, a necessary outcome of effective professional development 

is complex, unpredictable and dependent upon: 
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• past experience (life and career history),  

• willingness,  

• abilities,  

• social conditions  

• institutional support. 

    

There is a need for continuing research into this change agent role and its 

relationship to moral purposes held by teachers. This is particularly important at a 

time when in many countries there is a real challenge to both these core functions 

through unprecedented externally imposed reform which a multitude of research 

projects in different countries have shown will not necessarily result in teachers 

implementing the intended changes as planned (Carlgren, 1990). 

 

Commitment to change implies that teachers have responsibilities and 

answerabilities which go beyond the transmission of knowledge, experience and 

skills. If this is the case, then they must be not only competent technicians, but also: 

• knowledgeable, yet respectful of those who are ignorant .... 

• kind and considerate, yet demanding and stern as the situation requires ... 

• entirely free of prejudice and absolutely fair in their dealings with others ... 

• responsive to individual students’ needs, without neglecting the class as a 

whole ... 

• able to maintain discipline and order, while allowing for spontaneity and 

caprice ... 

• optimistic and enthusiastic, even when harbouring private doubts and 

misgivings ... 

• able to deal with the unexpected and sometimes even with bad-tempered and 

abusive students without losing their composure and control ... 

• able to smile and appear cheerful on days when they are not quite up to par 

and would rather be someone else ... (Jackson, 1993: 233) 

 

Since professional development programmes must address the values, 

knowledge and skills of teachers as agents of student change with moral purposes, 
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they must recognize their active, shaping role in the change process, and provide 

support appropriate to their individual needs as well as those of the professional 

community. However, teachers’ and schools’ development will be enriched, also, if 

they take account of the views of other stakeholders, in particular those of students. 

 

Teachers as Inquirer 

 

If behaving as a professional means a commitment to inquiry then it is 

necessary to examine what this involves for the teacher. Reflection lies at the heart of 

inquiry, but while this is a necessary condition it is not sufficient in itself.  

   

In the broadest sense, teachers who reflect in, on and about the action are 

engaging in inquiry which is aimed not only at understanding themselves better 

teachers, but also at improving their teaching. In England, Stenhouse defined the 

extended professionalism of ‘teacher as researcher’ as involving: 

• the commitment to systematic questioning of one’s own teaching as a basis 

for development; 

• the commitment and the skills to study one’s own teaching; 

• the concern to question and to test theory in practice by the use of those 

skills; 

• readiness to allow other teachers to observe your work – directly or through 

recordings – and to discuss it with them on an honest basis. (Stenhouse, 1975: 

144) 

     

In this vision, teaching is more than a craft. It is an educational science and 

pedagogical art in which practice, knowledge about practice and values are treated as 

problematic. ‘Each classroom is a laboratory; each teacher a member of the scientific 

community’ (Stenhouse, 1975: 142). Both teachers and students are researchers in an 

enterprise in which the purpose is access to knowledge, ‘on terms that confer the 

power to use it’ (Rudduck, 1995: p.7). Stenhouse’s theme was emancipation: 

 

       The essence of emancipation, as I conceive it, is the intellectual, moral, 
spiritual autonomy which we recognise when we eschew paternalism and the rule 
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of authority and hold ourselves obliged to appeal to judgement. Emancipation 
rests not merely on the assertion of a right of the person to exercise intellectual, 
moral and spiritual judgement, but upon the passionate belief that the virtue of 
humanity is diminished in man when judgement is overruled by authority. 
(Stenhouse, 1979: 163) 
 

 
2.9 In-Service Education and Training (INSET) 

 
One important message which emerges from research into INSET 

effectiveness is that it contains two complementary elements: 

• Education which helps you to decide what to do. 

• Training which helps you do what is necessary more consistently, effectively 

and efficiently. (Steadman, 1995: p.67) 

 

This is a useful bifurcation as it implies that there are different purposes and 

orientations which will result in different kinds of professional development. 

 

INSET is intended to provide intensive learning over a limited period and 

although it may be jointly planned, it usually has a designated leader(s) whose role is 

not only to facilitate but also actively to stimulate learning. Where it is timed to fit 

the needs of teachers in relation to their phase of experience, career development, 

demands of the system, lifelong learning cycle or system needs, it is likely to succeed 

in accelerating growth whether that growth is additive (taking knowledge, skills, 

understanding forward a step) or transformative (resulting in major changes in 

beliefs, knowledge, skills or understandings). 

 

Similarly, INSET is defined by Bolam as follows: 

 

      Education and training activities engaged in by teachers and managers, 
following their initial professional certification, and intended primarily or 
exclusively to improve their professional knowledge, skills and attitudes in order 
that they can educate children … and learners of all other ages more effectively. 
(Bolam, 1986: 18) 

              
             INSET can address training or development needs. Training is characterised 

by objectives that are defined by a deficit in language, teaching skills, curricular 

knowledge or some other area of expertise. Typically they are defined by the gap 
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between the teacher’s current level of skill or knowledge and the level required by 

their role in the system. A training orientation to INSET can be associated with the 

concept of teacher as operative/employee, which implies that the employer controls 

his or her learning. 

 

Training needs can persist after ITE either because of inadequacies in 

training programmes or because of system-wide curriculum changes which demand 

new teaching routines (Kennedy, 1995). In the former case, the absence of basic 

competence acts as a severe obstacle to effective INSET in later career (Avalos, 

1985) and suggests the need for ‘deficit training’ for working teachers. In the latter 

case, research on effective innovation confirms the need to involve teachers in 

INSET processes. 

 

The notion of development implies more divergent objectives, which allow 

for teachers’ individual differences and which are determined by teachers’ sense of 

their learning needs. It also presupposes competence in basic skills and knowledge. It 

can be associated with the notion of a teacher as professional/independent problem-

solver, who takes responsibility for personal and professional development. 

 

Principles of Effective INSET 

 

Influential research in the late 1970s and early 1980s (Hopkins, 1985) 

suggested the following principles for INSET design: 

• teachers possess important and valuable practical knowledge; 

• teacher learning is adaptive and heuristic; in that it departs from assumptions 

based on past experiences and proceeds by trial and error; 

• teacher learning is long-term and nonlinear i.e. it is evolutionary and 

accretive and may pass through phases of calm and turbulence; it is not a 

simple matter of progressively ‘bolting on’ new information and practices; 

• professional learning should be tied to school-based curriculum development, 

i.e. teachers learn through experience and participation in curriculum 

development, not from abstract principles alone; 
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• professional learning is critically influenced by organisational factors in the 

school (school climate, opportunities for contact and exchange of ideas with 

peers) which are affected by school leadership and wider policy. 

 

In reviewing effective INSET programmes, Fullan (1979) comes to 

conclusions that confirm these general principles. His conclusions should be seen as 

suggesting design and evaluation criteria rather than a description of existing 

programmes. His account of negative and positive programme features can be 

summarised as follows: 

 

Negative features: 

• topics for INSET are often decided by people other than those for whom it is 

intended; 

• follow-up support in the use of ideas and practices presented in the INSET 

experience rarely occurs; 

• most INSET programmes fail to address the positive and negative factors 

within each teacher’s school that will affect the teachers’ attempt to apply 

them; 

• evaluation of INSET by assessing its impact on schools rarely occurs; 

• INSET programmes rarely address individual needs of teachers; 

• there is no conceptual basis for the planning and development of INSET 

programmes. 

 

Positive features: 

• where complex changes in practice are the objective, school-based 

programmes are more effective than those off-site; 

• programmes which include demonstrations, supervised trials and feedback 

are more likely to meet their objectives than those in which teachers are 

offered theoretical or generalised input and in which they are simply expected 

to store up ideas for future use; 
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• teachers contend that they learn best about job-related skills and practices 

from other teachers but that they need some outside help from consultants to 

offer demonstrations, rationale and feedback; 

• programmes where teachers share ideas and offer each other help are more 

likely to be effective. 

• programs which offer a variety of training experiences that suit individual 

variations in learning style are more likely to be effective; 

• programs where teachers participate in planning and decision-making  about 

their own INSET are more likely to succeed; 

• teachers are more likely to benefit from an activity (e.g. a specific course) if it 

is part of an overall development plan, and if it is focused on a curriculum 

project; 

• approaches which enable teachers to reflect on and discuss their work seem to 

have positive effects on teacher thinking and their ability to synthesize from 

public theory and their own experiences.  

 

We can reasonably assume that these findings can be applied to language teacher 

education. 

 

LTE is very often characterized by its cross-cultural context, with resulting 

perception gaps between providers and teachers (most clearly where providers are L2 

mother tongue specialists and teachers have another first language). This has led to 

cases of INSET which have failed to take teachers’ personal theories and classroom 

culture into account, and so have not attained the sociality necessary for effective 

communication. Lamb (1995) summarizes the consequences as: 

• limited take-up of training; 

• confusion and poor recall of the intervention; 

• superficial labelling of old practices with new names; 

• ‘appropriation’: the reinterpretation of new concepts in terms of the current 

system of ideas; 

•  abandonment of new strategies when they do not work. 
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Lamb (1995) goes on to argue that two crucial elements in effective INSET 

in ELT lie in: 

• initial work on developing teacher awareness of their implicit beliefs; 

• follow up during a teacher’s early attempts to apply new strategies, which are 

when misunderstandings and practical difficulties are often revealed for the 

first time (Fullan, 1979). 

 

              Successful planned change 

The above findings are consistent with Fullan’s resume of the research on 

effective innovations (Fullan, 1979). Particularly significant for INSET policy are his 

findings in terms of the change itself, the school and beyond the school. Planned 

innovations tend to be implemented effectively when the change itself is recognized 

as necessary and relevant by teachers. At school level, change is supported where 

teachers are given active and visible support; where there are collegial teacher 

relationships (where they exchange ideas and offer mutual support); and where 

teachers have the skills necessary to implement the new curriculum. Beyond the 

school, innovations are supported by positive previous experience of innovation by 

insiders, by the perceived support and involvement of central authorities; by the 

integration of the change with staff development needs; by a high level of teacher 

participation, at least in dealing with implementation issues; and the perceived use of 

evaluation findings to fine-tune the innovation. At a wider level, positive forces 

included the general disposition of the community to change; support and resources 

from national administration, and external assistance when needed. 

 

              Support during implementation 

A particularly significant finding of innovation and INSET research is that 

teachers need support in the early stages of ‘going it alone’ with a new practice. 

Fullan (1979) and Lamb (1995) note that teachers often hit unexpected difficulties in 

the early stages of introducing changes in the classroom. This is because the training 

situation cannot possibly anticipate the particular difficulties, confusions or 

misunderstandings that will be revealed once each teacher goes back to his/her class. 

If s/he is not helped to get past this ‘critical hump’ s/he is likely to abandon the 
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innovation and fall back on familiar ways. This indicates that teachers need a social 

framework of support and discussion, a design which keeps in touch with them as 

they begin to introduce changes. Fullan summarizes this key design principle as 

follows: 

 

       training approaches … effective when they combine concrete, teacher-
specific training activities, ongoing continuous assistance and support during the 
process of implementation and regular meetings with peers and others … 
Research on implementation has demonstrated beyond a shadow of doubt that 
these processes of sustained interaction and staff development are crucial 
regardless of what the change is concerned with.   (Fullan, 1979: 67) 

 

This view is supported by Olson and Eaton’s research (1987) which 

suggested that in introducing an innovation, teachers are concerned about 

maintaining control and the esteem of others. They are concerned about the 

perceptions of students, parents and colleagues, in that they want to be seen as up to 

date but also as staying in control. As a result, they typically introduce changes by 

gradual trial and error, attempting to integrate the novel with the routine and 

minimizing risk.  

Objectives of INSET 

 

The following purposes of professional development can be applied to 

INSET. These purposes account for the moral, social and instrumental 

responsibilities of teachers. They recognize the need for lifelong learning in a world 

which will continue to change and they imply that schools themselves have a 

significant part to play in providing formal as well as informal opportunities for 

continuing teacher development. 

 

1. Continuing development and adaptation of the teachers’ subject matter and 

pedagogical repertoires: 

matched to novice-expert phase of teaching development. 

2. Ongoing learning from experience, reflection and theorizing about how best 

to meet individual and collective needs of the students: 

matched to  level of reflection. 

3. Ongoing learning through mutual observation and discussion with colleagues: 
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matched to change needs of disclosure, feedback and collaboration with 

peers. 

4. Continuing development of the capacity to contribute to the professional life-

cycle of the school, e.g. through policy-making, internal reviews, 

management roles: 

matched to contribution to the wider professional community of learners. 

5. Continuing development of the capacity to interact with clients and 

stakeholders, both as a class teacher or form tutor and on behalf of the school 

as a whole: 

matched to building partnerships with other stakeholders. 

6. Continuing proficiency in relevant, up-to-date subject matter and continuing 

development of ways to make it accessible to students: 

matched to subject knowledge change needs. 

7. Ongoing collection of evidence about policies and practices in other schools: 

matched to networking needs. 

8. Ongoing access to new educational thinking relevant to improving the quality 

of the school: 

matched to intellectual development needs. 

9. Continuing acquisition of relevant knowledge about one’s changing society, 

both to support good communication with students and other stakeholders 

and as a basis for reviewing curriculum priorities: 

matched to lifelong learning needs. 

10. The need to gather intelligence about and later implement the decisions of 

external policy makers who have jurisdiction over the school. 

matched to contractual accountability needs. 

(based on Eraut, 1995:  pp. 9-12) 

 

Three INSET Strategies 

 

We summarise research on three common INSET strategies: off-site 

courses, coaching and curriculum development. 

1. Courses 
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We refer here to short off-site courses, summarising (Hopkins, 1986). 

Conditions for effectiveness seem to be: 

• ‘one-shot’ workshops are widespread but ineffective; 

• short courses are effective when complementary to school-based activity; 

• a supportive school climate is needed for post-course application; 

• the course input needs to be tested out by participants: ‘good training requires 

that members constantly test what goes on in the in-service programme 

against the events of the training situation and vice versa; they must be able 

to experiment with training. 

• there is a need for links between training and job demands to be made explicit 

to learner-teachers. 

Expectations of participating teachers appear to be: 

• evidence of good preparation by providers (materials ready, room arranged); 

• good course management: providers keep to the schedule, do what is 

announced, build variety into sessions; 

• relevance to their own setting; 

• providers start from where participants are; 

• providers value participants’ knowledge; 

• time is allotted for response, discussion and application that is equal to input 

time. 

 

Common problems of short off-site courses tend to result from inadequate 

resources, providers’ insufficient knowledge of good practice, staff overload, and 

logistical constraints.  

Some reported failings (Rudduck, 1982: 5) are: 

• ‘casualness of purpose’: teachers attend courses for many motives some of 

which may have nothing to do with the course content; 

• lack of follow-up: courses are delivered ‘one-off’ with no attempt to support 

teachers in implementation; 

• providers over-prepare or overload content, which leads to ‘one-way’ 

interaction (i.e. they lecture); 

• feedback and evaluation are nonexistent or perfunctory. 
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The value of off-site courses appears from the research (Hopkins, 1985) to include: 

• contact between teachers from different schools makes for stimulus and 

rethinking: colleagues from the same school tend to get along by establishing 

‘truces’, agreements not to raise contentious issues; 

• time out from teaching promotes critical thinking; 

• courses can increase propositional knowledge; 

• courses may boost morale as they are seen as confirmation by the 

administration of teachers’ value. 

 

It seems that an effective strategy is to combine the positive features of off-

site and on-site work. This can be done in courses which move from off-site to on-

site blocks or by ‘two stage’ courses or workshops where teachers can try things out 

between the two off-site sessions. Where a course is on site, then it is possible to 

work through closely linked cycles of classroom trials and course-based reflection. 

 

2. Coaching 

Coaching refers to practical classroom support by a trained and experienced fellow 

teacher, over a period of weeks or months (Joyce and Showers, 1980). It was 

developed to improve the implementation of curriculum innovations. It was not 

originally designed from a constructivist perspective, but pragmatically as a form of 

effective dissemination. 

 

Joyce and Showers (1980) make an important distinction between changes 

which ‘fine-tune’ the curriculum and those which are ‘new’, where a radically 

different set of principles and values underlie new practices. Coaching is seen as 

desirable to introduce new practices. They argue their case by recognising the 

limitations of conventional skill training, as follows: 

Presentation 

description and rationale of the new practice: this alone will not lead to transfer of 

training but is effective combined with other procedures; 

demonstration 
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this supports presentation; it is appropriate to ‘fine-tuning’ where rationale is 

unnecessary; 

practice 

develops skills; transfer occurs if feedback is provided, but training ‘washes out’ 

when feedback ceases; 

coaching 

individual planning, reflection and discussion with a skilled peer ‘hands on’ at 

school; offers best conditions for the transfer of ‘new training’. 

 

They conclude that these elements were most effective under the following 

conditions: 

• the integration of rationale (theory), demonstration, practice and feedback; 

• practice in simulated conditions help teachers’ fluent control of new skills; 

• individual and concrete help with implementation sustains long-term 

implementation; 

• on-site coaching helps develop knowledge about implementation to feed back 

into training programs; 

• coaches have to be trained to provide help. 

 

According to Joyce and Showers (1980), coaching has proved to be very effective. 

Whereas coaching is too expensive for many systems to provide, interesting attempts 

have been made in ELT to implement teacher development schemes based on the 

same principles, by occasionally releasing effective teachers to give support in 

schools or to provide regular off-site workshops. 

 

3. Curriculum development projects 

Teacher/curriculum development (TCD) refers to activities that integrate teacher 

development with curriculum improvement. Typically they consist of curriculum 

inquiry by teachers in their schools: materials, methods, tests or some other aspect of 

the curriculum are tried out, their implementation is monitored and outcomes are 

assessed (e.g. Burns and Hood, 1995). 
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TCD assumes that curriculum development and teacher development are 

interdependent:  
 

      Unless the teacher is developing, development in schooling will not occur. 
The corollary is that teachers will develop only when there is a need and an 
opportunity to develop (Widen and Andrews, 1987: 105-106). 

 
              It also assumes that , to be effective, curriculum development should involve 

teachers, as they are closest to implementation issues: ‘only if teachers were centrally 

involved in research, and thereby able to  engage with the implications of classroom 

practice for students’ learning, would it be possible to develop the curriculum in any 

meaningful way’ (Somekh, 1995: 344). 

 

It is now widely accepted that effective INSET locates teacher learning 

within curriculum projects (Day, 1990), and that teacher professionalism can be 

developed by means of TCD: “the outstanding characteristic of the extended 

professional (teacher) is a capacity for autonomous professional self-development 

through systematic self-study, through the study of the work of other teachers and 

through the testing of ideas by classroom research procedures” (Stenhouse, 1975: 

144). 

The initial case for TCD arose from a diagnosis of the failure of centrally 

planned innovation attempts (Stenhouse, 1975). This was allied to the view that 

personal and professional change requires change in tacit beliefs underlying day-to-

day action which could be achieved by teachers monitoring and evaluating their 

work (Lamb, 1995). 

 

Action research has been seen as a vehicle for TCD (Elliott, 1991). 

However, there has been a recent critical reassessment of action research as a means 

to teacher development (Adelman, 1989), arguing that it does not produce ‘hard, 

joint theorizing on the relationships of values, action and consequences prior to the 

devising of fresh options for action’ (Adelman, 1989: 177). It has been argued that 

structured awareness-raising activities are needed to complement curriculum inquiry 

because: “reflection relies on an ability to uncover one’s own personal theories and 

make them explicit” (Griffiths and Tann, 1992: 71) 
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Participation in TCD does not guarantee development in teacher thinking. 

Apart from the need for structured reflective activities, it also seems that the nature 

of the curriculum project will strongly affect personal theory development. Day 

(1990: 215) identifies the conditions under which projects are likely to promote 

teacher development: 

• projects should centre on an important school issue … 

• projects should be collaborative … participation … should be regarded as an 

important outcome in itself … 

• projects should lead to … an actual change … 

• projects should be deliberately and clearly linked to the normal processes and 

bodies which … ‘manage’ curriculum maintenance and review … 

• projects should clearly relate … to classroom interactions … 

 

These findings are highly significant for the design of TCD projects. They 

indicate that the curriculum issue should relate closely to teachers’ concerns and that 

teacher participation must be genuine, in that their practical findings are seen to 

contribute to larger-scale decision-making. There is little point in setting up a TCD 

project if curriculum decision-makers will ignore the findings or if the agenda for 

exploration is determined by outsiders. Therefore, if an administration wishes to 

involve teachers in TCD, it must be prepared to share some power and responsibility 

with them, to give them a voice. 

 

Management of INSET 

INSET as Process 

              A general insight is that INSET and teacher development should be 

perceived as a concerted, long-term process, not as a series of discrete events. 

Another is that the process of INSET is as much if not more significant in 

determining outcomes as is its content: process determines the degree of teacher 

participation, perceived relevance and integration of INSET with teachers’ concerns. 
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              Needs Assessment 

Teachers’ participation in courses does not necessarily mean that they are 

fully relevant to their needs. Given the chance to attend a course related to teaching, 

a teacher will usually take it. It may well be that they follow courses because they are 

available rather than because they address their most salient needs. For example, 

Ben-Peretz (1990) found that teachers attended ‘content’ courses which they valued 

but which did not meet their highest stated priorities, for personal enrichment and 

active learning. This suggested that, in their context, there was not a wide enough 

range in INSET programs available. 

 

Models of professional learning have particular relevance for needs 

assessment. In particular, the notions of ownership and participation have generated 

structured consultative needs assessment methods (Rubin, 1978). There is a direct 

link between teacher commitment and ownership, and needs assessment methods. 

 

     Teachers need to be involved in the identification and articulation of their own 
training needs whenever possible. This does not mean ‘knowing what they need’ 
in all aspects but the process of articulation, with resource help, is a major way of 
securing involvement and commitment to personal growth.  (Rubin, 1978: 136) 
 

 

Other assumptions about professional learning which have implications for 

needs assessment are summarized in Table 2.15. 
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Table 2.15 

Teacher development and needs assessment (Roberts, 1998: 232) 

Assumption                                                 Implication 

• Ownership: a sense of participation maximises 

effectiveness at work and in professional 

learning                                         

• Participation can develop with the use of 

consultative needs-assessment methods 

• Teacher learning is ‘adaptive and heuristic’, i.e. 

it takes place as a series of trial-and-error 

experiences 

• It is essential to incorporate action planning 

with the assessment of needs 

• Teacher learning is evolutionary and non-linear    • Perceptions of need will evolve as the 

teacher experiences INSET activities 
• Teacher learning should be linked to 

curriculum development in school                         

• Both system-wide and individual needs can 

be addressed through participation in 

curriculum development with local support      

• Teacher learning is critically influenced by 

school and local constraints and opportunities 
• Needs assessment must reflect the real 

conditions of teachers’ work 
• Teachers possess important clinical expertise, 

i.e. teachers know their  classroom best                 

• Teacher development activities should 

maximise the use of teachers’ own resources 
 

 

We should be aware that these principles derive from a Western cultural 

context, as the research is from the USA, Canada and the UK (Gibbons and Norman, 

1987). Research from such liberal-capitalist, democratic contexts tends to perceive 

learner-teachers in individual terms. Autonomy and self-determination are taken as 

the good, for example: 

     We are describing a paradigm shift in our whole approach to (staff 
development). The essence of that shift is changing the perspective that sees all 
decisions, plans and programs being determined by authorities outside the school 
to a perspective which sees them as being determined by teachers who in reality 
do decide what and how their students will learn. Our recommendation is based 
upon our extensive experience with self- directed learning for students and with 
self-directed professional development for teachers.   (Gibbons and Norman, 
1987:110) 

These assumptions may not apply in more centralized, hierarchical or 

authoritarian systems, within which students, teachers and external agencies 

may have a very different orientation to their roles. In such systems, a top-down 
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approach might be the only ecologically viable approach to INSET design 

because teachers are restricted to an ‘employee’ role in which the employer 

determines occupational learning needs. However, it is possible for centralized 

systems to set up support systems for individual teachers in schools, often in 

parallel with centralized structures (Ghani and Norman, 1987). 

Because externally provided INSET represents a temporary 

intervention into teachers’ learning lives and because schools operate within 

limited budgets it is important that budget-holders establish principles for its 

support. For example, is the focus of the INSET programme on: 

1. policies set by national or regional priorities; 

2. school-wide improvement linked to an organizational development plan; 

3. individual teacher’s growth linked to personal development planning and 

appraisal? 

 

Logan and Sachs (1988), using learning rather than location as an 

organizing concept, identified three orders of learning served by in-service: 

• re-orienting in which teachers develop their capacities to make significant 

revisions to current practices as a result of the introduction of new teaching 

methods, different working conditions, changed management procedures or 

expectations or as a result of a change of role; 

• initiating in which teachers are inducted into new roles (social initiation) or 

incorporate new ideas and practices learnt through reorienting programmes 

into classrooms and school life (technical initiation); 

• refining in which teachers’ current practices are strengthened and extended. 

 

Planning a Needs Assessment: Key Considerations 

• Providers should recognise that different participants may have different 

needs, which have to be traded off against each other. Tensions and conflicts 

of interest have to be addressed and resolved, e.g. between those of students, 

teachers, the department/groups of staff, the school. 
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• Therefore, a needs assessment should be seen by all parties as fair, open and 

capable of reflecting the needs of all and not just of those in authority. 

• Needs assessment in a participative approach to INSET integrates review 

with planning for action: “the focus is on review leading to development for 

improvement and not on something that stops short at the review stage” 

(McMahon, 1984: 7). It is essential to design needs assessment and planning 

for action as part of one process. 

• In carrying out needs assessment, practical considerations include: 

- what the focus of the needs assessment should be (individual, group, 

school); 

- relative economy in methods of obtaining and analysing information; 

- adequate time to obtain information; 

- adequate time for the analysis and dissemination of results; 

            - a match between procedures and the administration’s policy on consultation   

              with staff; 

- which interest groups might be affected; 

- how feasible it will be to meet needs once they have been expressed. 

• In general, one should consider the dynamic consequences of needs 

assessment on colleagues: 

- the process by which needs assessment is carried out will signal the attitude   

of the school/provider to teachers’ involvement in their own learning; 

-teachers should not feel ‘railroaded’ by lack of time or lack of access to      

information; 

- there may be tension between personal, occupational and institutional needs, 

which will have 

            - to be addressed; 

- once a needs assessment is done, there is an implied commitment to action, 

which should be seen to be met. 

• Needs evolve: when we are first consulted about our needs, we may not be 

able to give immediate clear guidelines for design: “areas where we feel 

ourselves in need of some help are not likely to be areas about which we 

know enough to analyse precisely what help we need” (Wray, 1989: 146). 
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Needs broadly described at the outset (e.g. ‘I want ideas on how to teach 

writing’) become more precise and evolve as the teacher’s perceptions of 

classroom issues develop. 

Needs and objectives should therefore be reviewed in regular stocktaking 

sessions during an INSET programme. 

 

              Effectiveness 

All teachers have development needs which relate to the relationships 

between age, experience, expertise and commitment on the one hand, and to their 

continuing ability to exercise emotional intelligence in teaching situations and school 

cultures which demand the use of discretionary judgment and pedagogical tact on the 

other. A major issue, then, when planning INSET is how it contributes to the 

development of these abilities. Most INSET is of limited duration because 

centralized control of funding and content agendas for INSET, both locally and 

nationally, have restricted opportunities for attention to broader, equally significant 

agendas of personal and professional development (Evans and Penney, 1994). This 

has resulted, for some, in a hierarchical needs analysis model of INSET, which draws 

simple and inaccurate cause and effect relationships between INSET, improved 

workplace performance and enhanced student achievement. 

 

Material and provisionary: new or physical resources 

1. Informational outcomes: acquisition of background or extended knowledge 

of developments rather than new knowledge or skills. 

2. New awareness: a perceptual or conceptual shift from previous assumptions 

and as with 1 and 2 above will not necessarily lead to changes in practice.  

3. Value congruence: extent to which individual practitioners’ versions of good 

practice coincide with those of the INSET providers. 

4. Affective outcomes: increases in self-efficacy and confidence so necessary 

where there is a need to apply new knowledge or skills into practice. 

5. Motivational and attitudinal outcomes: enhanced enthusiasm and 

motivation which results from INSET activities, a necessary precondition to 

developments in thinking and practice. 
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6. Knowledge and skill: a deeper understanding of and critical reflexivity to 

curriculum content and pedagogy. 

7. Institutional outcomes: collective impact on groups of teachers and their 

practice. 

 

Like Harland and Kinder, Joyce and Showers were particularly concerned 

with the impact of INSET upon classroom practice.  

Potential outcomes are: 

1. Knowledge or awareness of educational theories and practices, new 

curriculum or academic content; 

2. Changes in attitudes towards self (role perception changes), children 

(minorities, handicapped, gifted) and academic content; 

3. Development of staff (the ability to perform discrete behaviours such as 

designing and delivering questions of various cognitive levels or the ability to 

perform clusters of skills in specific patterns); 

4. Transfer of training and executive control (the consistent and appropriate use 

of new skills and strategies for classroom instruction. (Joyce and Showers, 

1988: 68) 

 

Presentation, modelling, practice, feedback and coaching are considered to 

be the most important aspects of INSET. In particular, the matrix suggests that the 

problem of transfer of knowledge and skills to the classroom context can be solved 

by practice, feedback and coaching components. They conclude from their 

examination of the research on training that: 

 

• First, regardless of who initiates a training programme, participants must 

have sufficient opportunity to develop skills that they can eventually practise 

in classroom settings. 

• Second, if the content of training is new to trainees, training will have to be 

more extensive than for substance that is relatively familiar. 
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• Third, if transfer of training is the training objective, follow-up such as 

coaching in the workplace will probably be necessary. (Joyce and Showers, 

1988: 72) 

 

There are five valuable lessons here for those whose responsibility it is to promote 

teacher development: 

1. any comprehensive programme must attend to the classroom application of 

understandings, knowledge and skills – a simplistic ‘learn-apply’ model does 

not work; 

2. feedback and ongoing coaching are essential components in the process of 

transfer; 

3. the disposition towards and commitment to learning must be present in the 

teacher as lifelong learner; 

4. the organizational culture must be supportive of collegial relationships 

(opportunities to learn through peer coaching and feedback require a school 

culture which facilitates ongoing collegial relationships and strong leadership, 

‘manifested in priority setting resource allocation and the logistics of 

scheduling on the one hand and substantive and social leadership on the 

other’ (Joyce and Shower, 1988: 91); 

5. resources must be targeted at long-term development, taking into account a 

balanced portfolio of learning needs. 

 

Evaluation 

Once an INSET cycle is under way, the distinction between needs assessment and 

programme evaluation disappears. The evaluation of one activity indicates needs for 

the next. Similar technical and interpersonal issues arise. Evaluations are never 

neutral, often uncovering tensions, rivalries and conflicting interests in an institution, 

and so it is essential to plan carefully before introducing them (Sanders, 1992). 

Above all, an evaluation can improve teacher participation and ownership if real 

consultation and information sharing take place (Weir and Roberts, 1994). 
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Table 2.16 

INSET evaluation: major decisions (Weir and Roberts, 1994) 
What to evaluate           • Focus evaluation on the purposes and specific objectives of the 

INSET activity 
Why           • Determine how information will be used, by whom and with what 

tangible outcomes 

• Evaluation data are likely to identify developments in teachers’ 

perceptions of their needs and priorities 
Who does it                    • Identify who is responsible to collect and distribute data  

• Involve other participants by sharing information 
How • In principle, methods are the same as for needs assessment (interview, 

discussion, questionnaire etc)  

• Considerations of economy and time are vital: evaluation findings 

should be provided on time so that they can contribute to decisions 
 

 

INSET as an Adaptive Cycle 

Teacher concerns do not stand still, but evolve over time. In other words, teacher 

learning takes time; it is gradual and cumulative; it requires a mix of experience, 

reflection, discussion and input; its focus changes as teachers’ thinking, practice and 

self-awareness change. Therefore, INSET needs to be sustained over time. It should 

be seen as a process, not as a series of one-off events (Fig. 2.8). 

 

 
 

Figure 2.8  

The INSET cycle (adapted from Cline, 1990) 

 

Teachers develop as they become more experienced in carrying out the 

curriculum. Once initial concerns are met, such as familiarizing with new tests or 
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materials, others arise, such as shortfalls in time or gaps in the material. No INSET 

plan can be based on single long-term decision about teachers’ needs. Therefore, 

INSET provision should be able to match teacher needs as they evolve: design 

should work through adaptive cycles as much as effective learner-centred language 

teaching (Nunan, 1988). This adaptiveness depends on effective ‘macro’ processes of 

needs assessment and formative evaluation, built into the structure of INSET 

sessions. It also applies in ‘micro’ designs, as for example Lamb’s (1995) account of 

‘micro-planning’ (discuss and plan – try out – report back – discuss) with fellow 

teachers and support staff. This enables progressive attention to teachers’ concerns in 

secure social settings. 

 

Sustainability 

The importance of process implies that providers should earmark resources (money, 

space, time, duplicating, facilities, additional staff etc.) to ensure that each phase of 

the INSET can function properly, particularly the less visible activities which 

promote effective INSET. These would include needs assessment, monitoring, 

dissemination of information to participants, collection of evaluation data, discussion 

of and decision-making from evaluation data. All phases of the cycle of planning, 

orientation, implementation, support, and feedback need adequate resources. 

 

Table 2.17 summarizes conditions for effective INSET suggested by 

research (left column) and their practical implications for the design of training and 

development activities (right column). 
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Table 2.17 

Findings and INSET design   (Roberts, 1998: 96) 

Condition     Implication 
Recognition of the need for change                         • Present and discuss needs assessment data 

• Try to present teachers with feedback from 

learners 

 
Ownership improves implementation of changes     • Focus on issues of high priority to teachers 

• Use needs assessment techniques which 

promote teacher participation      

• Curriculum projects are based on an issue 

agreed with teachers               

• Involve teachers in monitoring and 

evaluating  new materials and syllabuses 

• Demonstrate that teachers’ findings are fed 

into larger-scale decision making 

 
Awareness of personal theories   • Beliefs ‘need first to be articulated and then 

analyzed for potential contradictions with 

each other, the teaching circumstances and 

the beliefs of the learners … the focus of the 

short INSET course, where experienced 

teachers already have well-developed mental 

constructs of teaching, should be the 

teachers’ beliefs themselves’  

    (Lamb, 1995: 79) 

 
Support from colleagues or process leaders              • Establish structures offering regular 

discussion and support  

• Follow up INSET courses at school 

 
Realistic timescales needed                                     • Whole school/department plan is designed 

over an extended time period (minimum one 

year) 
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Incentives • Cover expenses; provide incentives: 

qualifications, points on pension scales 

• Skills acquired through INSET contribute to 

career growth 

 
Teachers learn best from active participation            • Base sessions on experiential activities 

linked to reflection and input 

• Teachers decide which new techniques they 

will try 

• Choice of curriculum development issue 

negotiated with teachers 

• School ensures logistical support for 

teachers, e.g. some release from teaching 

duplicating facilities 

 
Input from specialists available                               • Long-term plan to enable specialist 

information input when needed 

• Provide specialist information in accessible 

form 

 
Alternative perspectives should be available from 

peers or process leaders                                           

 

• Provide video samples of teaching for 

analysis and discussion 

• Provide activities for reflection and values 

clarification  

• Provide team-building activities 

• Process leader structures discussions to 

maximize group effectiveness 

 
 

 

 

Implementing INSET development programme 

              How can our language institute provide a forum for teacher improvement? 

An in-service program must be developed. The program should include opportunities 

for learning and sharing ideas and should be designed by the teachers in cooperation 
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with the head of the academic department. A range of activities should be provided 

for teachers to reflect on their classroom practice. 

Some possible activities are the following: 

• Meetings or discussions with a colleague or some colleagues which may take 

the form of spontaneous, informal chats or a kind of more formal interaction. 

It is sometimes felt that more formally structured meetings enable everyone’s 

participation. Conscientious professionals are always looking for solutions to 

problems and most colleagues are likely to be sympathetic and suggest 

solutions and encourage their peers to look for their solution. 

• Individual presentation made by a member of the staff on new teaching ideas, 

classroom experiences, something they have read. 

• Observation of other teachers’ classes. In this particular case, certain 

understandings need to be negotiated ahead of time since observation has 

always been a sensitive issue. 

• Journal writing can be carried out alone or in groups if teachers build in some 

ground rules on the entries to be included. 

 

Effective INSET courses should be organized at universities so that instructors of 

English will develop themselves. However, professional teacher educators should be 

hired so as to train both inexperienced and experienced teachers. 

 
2.10 Models of Professional Development 

 

Reflection 

 

Teacher development through reflective teaching was popularized by 

Cruickshank and Applegate (1985). They have reported on projects attempting to 

assist both pre-service and experienced teachers to teach reflectively. Cruickshank 

(1984) defines reflective teaching as the teacher’s thinking about what happens in 

classroom lessons  and thinking about alternative means of achieving goals or aims; 

he sees it as a means to provide students with ‘an opportunity to consider the 

teaching event thoughtfully, analytically and objectively. The purpose of reflective 
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teaching is ‘to engender good habits of thought’ (Cruickshank and Applegate, 1985, 

4). The focus is on teaching as a craft or apprenticeship. Teaching is defined in the 

narrow sense inasmuch as what happens in the classroom is decided by people and 

events inside the classroom alone. Reflection is reduced to the psychological process 

of thinking. According to this mode of thinking and defining reflection, the 

development of teaching techniques is regarded as the most important means for 

helping teachers to improve their practice. 

 

Zeichner and Liston (1996) propose a quite different perspective. They 

argue, ‘a reflective teacher is defined in this literature as one who assesses the 

origins, purposes and consequences of his or her work at all levels’ (p.4). Van Manen 

(1995) proposes three levels of reflectivity. The first of these levels corresponds 

broadly to Cruickshank’s conception of reflective teaching. However, Zeichner and 

Liston (1996) are more interested in what might be called the practical and critical 

level of reflectivity or orientation to inquiry into teaching (Carr and Kemmis, 1986). 

His leaning is toward the critical when he says that a program of reflective teaching 

is for students who: 

 

      are willing to and able to reflect on the origins, purposes and consequences of 
their actions as well as the material and ideological constraints and 
encouragements embedded in the classroom, school and societal contexts in 
which they live. These goals are directed toward enabling teachers to develop the 
pedagogical habits and skills necessary for self directed growth and toward 
preparing them, individually and collectively, to participate as full partners in 
their making of educational policies. (p.4) 
 

 

Likewise, Richards and Lockhart (1994: 3-5) argue reflective teaching depends 

on the following assumptions: 

1. An informed teacher has an extensive knowledge base about teaching. 

Teaching is a complex, multidimensional activity. The teacher who has a more 

extensive knowledge and deeper awareness about the different components and 

dimensions of teaching is better prepared to make appropriate judgements and 

decisions in teaching. 

2. Much can be learned about teaching through self-inquiry. 
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For many teachers, classroom visits by supervisors are the main source of feedback 

on their teaching. While comments of a supervisor or other outside visitor can be a 

useful source of information about one’s teaching, teachers themselves are in the best 

position to examine their own teaching. Rather than drawing on experts’ opinions, 

theories or external sources of knowledge as an impetus for change or development, 

reflective approach involves teachers in collecting information about their teaching 

either individually or through collaborating with a colleague, making decisions about 

their teaching, deciding if initiatives need to be taken and selecting strategies to carry 

them out.  

3. Much of what happens in teaching is unknown to the teacher.  

Teachers are unaware of the kind of teaching they do or how they handle many of the 

moment-to-moment decisions that arise. This is seen in the following comments, 

which were made by teachers after watching videotapes of their own lessons. 

I had no idea I did so much talking and didn’t let students practise. 

My pacing was terrible. I didn’t give students enough time to practise one task before 

going on to another. 

4. Experience is insufficent as a basis for development. 

While experience is a key component of teacher development, in itself it may be 

insufficient as a basis for professional growth. Many aspects of teaching occur in and 

day out and teachers develop routines and strategies for handling these recurring 

dimensions of teaching. However, research suggests that, for many experienced 

teachers, many classroom routines and strategies are applied almost automotically 

and do not involve a great deal of conscious thought or reflection (Parker, 1984). 

Experience is the starting point for teacher development, but in order for experience 

to play a productive role, it is necessary to examine such experience systematically. 

5. Critical reflection can trigger a deeper understanding of teaching. 

Critical reflection involves examining teaching experiences as a basis for evaluation 

and decision making and as a source for change (Barlett, 1990). It involves posing 

questions about how and why things  are the way they are, what value systems they 

represent, what alternatives might be available and what the limitations are of doing 

things one way as opposed to another.  
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Teachers who are better informed as to the nature of their teaching are able 

to evaluate their stage of professional growth and what aspects of their teaching they 

need to change. In addition, when critical reflection is seen as an ongoing process 

and a routine part of teaching. It enables teachers to feel more confident in trying 

options and assessing their effects on teaching. 

 

Aims of Reflective Teaching 

              Teacher education programmes based on notions of reflective practice 

frequently espouse one or more of the following aims: 

• to enable teachers to analyze, discuss, evaluate and change their own practice, 

adopting an analytical approach towards teaching; 

• to foster teachers’ appreciation of the social and political contexts in which 

they work, helping teachers to recognize that teaching is socially and 

politically situated and that the teacher’s task involves an appreciation 

analysis of that context; 

• to enable teachers to appraise the moral and ethical issues implicit in 

classroom practices, including the critical examination of their own beliefs 

about good teaching; 

• to encourage teachers to take greater responsibility for their own professional 

growth and to acquire some degree of professional autunomy; 

• to facilitate teachers’ development of their own theories of educational 

practice, understanding and developing a principled basis for their own 

classroom work; 

• to empower teachers so that they may better influence future directions in 

education and take a more active role in educational decision-making. 

               

              Thinking about Reflective Teaching 

To grasp what it means to be a reflective teacher, we need to consider what 

it means to be a ‘teacher’ and what the word reflection implies. 

 

              The Idea of Teaching 
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The linking of what we think (intend) and what we do (act) applies to 

ourselves as individual teachers. But teaching is much more than this. Teaching is 

essentially an interactive process among a group of people learning in a social setting 

usually described as ‘the classroom’. 

 

Teaching as an interactive process is the need to develop shared 

understandings in a community of knowledge users and developers. Gore (1987) 

describes this in the following terms: 

 

      The sharing of experience in reflective teaching potentially has two outcomes. 
First, students may come to value their practical knowledge instead of viewing it 
as inferior to the scientific knowledge produced by researchers of teaching. A 
second possible outcome of the shared experiences provided by reflective 
teaching is strong collegiality (p.37). 
 

 

We can enlarge the idea of collegiality and teaching to something more than 

the events that occur inside the classroom. The term teacher can be redefined as 

someone who engages learners, who seeks to engage each person wholly: 

• mind,  

• sense of self, 

• range of interests 

• interactions with people in learning (Duckworth, 1986).  

      

Teaching becomes pedagogy when teachers engage learners in events inside 

and outside the classroom. Furthermore, teaching as pedagogy becomes a quest, a 

research endeavour which can be improved best through addressing both everyday 

experiences and the societal events that influence them.  

 

              The Idea of Reflection  

Improvement of teaching may be achieved through reflection. Reflection is 

more than thinking and focuses on the day-to-day classroom teaching of the 

individual teacher as well as the institutional structures in which teachers and 
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students work. The description by Kemmis (1986) best summarizes the meaning of 

reflection: 

 

      Reflection is not just an individual, psychological process. It is an action 
oriented, historically-embedded, social and political frame, to locate oneself in the 
history of a situation, to participate in a social activity and to take sides on issues. 
Moreover, the material on which reflection works is given to us socially and 
historically, through reflection and the action which it informs, we may transform 
the social relations which characterise our work and our working situation. (p.5) 

 

Pennington (1990) defines reflective teaching as deliberating on experience 

and that of mirroring experience. Richards (1996) sees reflection as a key component 

of teacher development. He says that self-enquiry and critical thinking can help 

teachers move from a level where they may be guided largely by impulse, intuition 

or routine, to a level where their actions are guided by reflection and critical 

thinking. He also adds that critical reflection is a response to a past experience and 

involves conscious recall and examination of the experience as a basis for evaluation 

and decision-making and a source for planning and action. 

               

              Becoming a Critically Reflective Teacher 

Becoming critical means that as teachers we have to transcend the 

technicalities of teaching and think beyond the need to improve our instructional 

techniques. This effectively means we have to move away from the ‘how to’ 

questions, which have a limited utilitarian value, to the ‘what’ and ‘why’ questions, 

which regard instructional and managerial techniques not as ends in themselves but 

as a part of broader educational purposes. Therefore, we need to locate teaching in its 

broader cultural and social context. 

 

Asking ‘what and why’ questions gives teachers a certain power over their 

teaching. It is claimed that the degree of autonomy and responsibility teachers have 

in their work is determined by the level of control that they can exercise over their 

actions. In reflecting on ‘what’ and ‘why’ questions, teachers begin to exercise 

control and open up the possibility of transforming their everyday classroom life. 

The process of control is called critical reflective teaching. 
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It should be noted that the word critical does not mean criticising or being 

negative; it refers to the stance of enabling teachers to see their actions in relation to 

the historical, social and cultural context in which their teaching is embedded. 

Becoming a critically reflective teacher is intended to allow them to develop 

themselves individually and collectively; to deal with contemporary events and 

structures (for example the attitudes of others or the bureaucratic thinking of 

administrators) and not to take these structures for granted. 

 

Reflective teaching as a form of critical inquiry is located in a socially 

critical orientation to teaching. Apple (1975) describes this orientation in the 

following way: 

 

      It requires a painful process of radically examining current positions and 
asking pointed questions about the relationship that exists between these positions 
and the social structures from which they arise. It also necessitates a serious in-
depth search for alternatives to those almost unconscious lenses we employ and 
an ability to cope with an ambiguous situation for which answers can now be only 
dimly seen and will not be easy to come by. (p. 127) 
 

Becoming a critically reflective teacher within this orientation therefore 

involves the realisation that as second language teachers, we are both the procedures 

and creators of our own history. In practical terms this means teachers will engage in 

systematic and social forms of inquiry that examine the origin and consequences of 

everyday teaching so that they come to see the factors that impede change and thus 

improvement. 

 

We can be assisted in the process of becoming critically reflective by asking 

ourselves a number of general ‘what’ and ‘why’ questions . They might include: 

• What counts as knowledge in second language teaching? 

• How is knowledge in language teaching organized? 

• How is what counts as knowledge transmitted? How is access to such 

knowledge determined? 

• What kind of multicultural society or cultural system uses this knowledge 

legitimately? 

• What caused me to become a second language teacher? 
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• Do these reasons still exist for me now? 

• Is the teacher I am the person I am? 

• Where did the ideas I embody in second language teaching come from 

historically? 

• How did I come to appropriate them? 

• Why do I continue to endorse them now in my teaching? 

• Whose interests do these ideas serve? 

• Who has power in my classroom and how is it expressed? 

• How do power relationships in my classroom influence my interactions with 

students? 

• How might I teach differently? 

• What is the nature of knowledge that guides my teaching of content? 

• Who creates this knowledge? 

• How did this knowledge emerge during the evolution of teaching? 

• Whose interests does this knowledge about language teaching serve? 

• How do/can I personally work to uncover the contradictions in my teaching? 

• How does what I do affect the opportunities in life of students? 

• What connections do I make with the organisations outside the school or 

centre to demonstrate my active role in society? 

• Do I wish to uncover the ‘hidden curriculum’ – the inconsistencies – in my 

teaching? 

• Do I engage in introspection-considering all that happens in my classroom 

with an eye towards improvement? 

• Do I accept responsibility for my decisions or do I tend to shift responsibility 

to others when I realize the decisions are at odds with my beliefs about 

quality teaching? 

• Do I consider all the events that happen in the classroom as new evidence to 

support or refute my decisions on teaching? 

• Do I keep an open mind, seeking out new information to inform my teaching? 

• Do I view events from multiple perspectives-through the eyes of children, 

parents and administrators, for example? 
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• Do I search for alternative explanations of classroom events, most 

specifically for my own behaviour? 

• Do I use adequate evidence to support and evaluate my decisions and beliefs 

about teaching? 

• Do I use educational, ethical and practical criteria to aid in the decision-

making process? 

• Do my strategies work, meaning the tasks are completed and all children are 

on task? 

• Are my approaches educationally sound? 

• Are my approaches ethically sound, meaning all children learned and 

benefited from my teaching? 

 

These questions need to be systematised into a set of procedures to help 

teachers to become critically reflective teachers. 

 

 

Table 2.18 

Cycles of Reflection (Gore, 1987) 

Reflective 
teaching 
program 

Before lesson Immediately 
after 
lesson 

Later after lesson 

Cruickshank 
Peer teaching 
Any stage of   
teacher    
education 

PREPARE    REFLECT 
group – shared: 
verbal 

 

Zeichner 
School   
teaching 
Final year of   
teacher   
education 

PLAN       
PREPARE 

   REFLECT 
self or 
supervisor: 
verbal or 
written 

   REFLECT 
group: 
verbal 

Gore 
Peer teaching 
First semester  
of teacher   
education 

PLAN       
PREPARE 

   REFLECT 
group – shared: 
verbal 

   REFLECT           
REFLECT 
Self  or written  group: 
critique written in                     
journal or verbal 
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These statements indicate that not only must reflective teaching be reflexive 

but also that there is a cycle of activity in the process. Table 2.18 shows that the three 

programs all have cycles of reflection before, during and after lessons in which the 

teacher engages in reflective teaching.  

 

These cycles of activity could be redefined as containing the five elements 

of mapping, informing, contesting, appraising and acting. They are indicated in 

Figure 2.9.  It is important to understand that all elements constitute the process of 

reflective teaching, but the elements are not linear or sequential. That is, in reflecting 

on your teaching you may pass through the cycle several times (hence the process 

becomes reflexive); one element is not always or necessarily followed by the next 

element in the cycle; and an element may be omitted in moving through the cycle, 

especially when different courses of action are adopted. 

 

 

 
                                                                   
                  Figure 2.9 
Elements of a cycle for the process of reflective teaching (adapted from Smyth 

1987) 

 
                                             

Likewise, this model is briefly described by (Ur, 1996) as follows: the 

trainee teaches or observes lessons or recalls past experience and then reflects alone 

or in discussion with others in order to work out theories about teaching. Next, tries 

these out again in practice. Such a cycle aims for continuous improvement and the 

development of personal theories of action. 
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              It is interesting to note that Ur (1996) also considers that the Reflective 

Model can tend to over-emphasise teacher experience with a relative neglect of 

external input – lectures, reading an so on – which can make a real contribution to 

understanding. He comes to the conclusion that a fully effective Reflective Model 

should make room for external as well as personal input, which she calls “enriched 

reflection”. 

 

            Mapping 

            WHAT DOES S/HE DO AS A TEACHER? 

            Mapping involves observation and collection of evidence about his or her 

own teaching. Probably the best means of observation is to record his or her 

teaching. This may be done by audio or visual means, but the best means would seem 

to involve some form of writing. In writing, s/he begins not only to observe, but s/he 

takes the first step in reflecting on or about his or her practice. One of the better 

known ways of recording is to keep a diary or journal. 

 

              Informing 

              WHAT IS THE MEANING OF HIS OR HER TEACHING? 

             WHAT DID S/HE INTEND? 

Having mapped his or her images about his or her teaching, about himself or 

herself, about the content of his or her teaching and about other persons inside and 

outside the classroom which influences teaching, s/he turns to look for meaning 

behind the maps. This phase cannot be separated from other phases. 

 

In effect, s/he revisits his or her first record – his or her maps – adds to them 

and makes meaning of them. Informing may occur after a teaching sequence or 

lesson. It may be accomplished by the individual teacher or in discussion with others. 

Hence, the element of mapping may be meant to be as much the basis for shared 

discussion and understanding of the meaning of teaching for his or her colleagues 

and students as much as it is for the individual self. 
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              The element of sharing or collaboration with colleagues offers the 

possibility of extending one’s insights about oneself as teacher to oneself as an 

individual member of a larger community. This supports the idea of teaching as 

interaction: the idea that teaching cannot be separated from one’s students, one’s 

culture, one’s expectations about life and how he wants to participate in society. 

   

             Contesting  

             HOW DID S/HE COME TO BE THIS WAY? 

             This phase involves contesting his or her ideas and the structures that hold in 

place. This is most effectively achieved through sharing with his or her colleagues 

his or her understandings and reasons s/he has for teaching in particular ways. 

 

             Contesting ideas and reasons for teaching is meant to uncover his or her 

assumptive worlds. As s/he becomes an experienced teacher, s/he makes his or her 

history, which contains assumptions about best ways of teaching. Should s/he focus 

on the individual student, for example? What assumptions does s/he make when s/he 

regards the individual as more important than in the class group? What does it mean 

for the relationships between himself or herself and his or her students? Questioning 

his or her assumptive worlds may mean dislodging unquestioned ideas about his or 

her teaching. In mapping and informing, s/he is supposed to consider his or her 

espoused theories about teaching. In contestation, s/he confronts and perhaps begins 

to dislodge the complex system of reasons for his or her teaching actions. 

 

Contestation involves a search for inconsistencies and contradictions in 

what s/he does and how s/he thinks. This might be illustrated by considering the 

issue of teacher talk. If s/he believes that the amount of talking teachers do does not 

disadvantage others, s/he holds an independent view of classroom speech. If, 

however, s/he believes that teacher talk advantages us while disadvantaging his or 

her students, s/he holds an interdependent or dialectical view of classroom speech. 

 

Another way to describe this example is in terms of individualistic or 

reciprocal power relationships: 
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• Who has the power in his or her classroom? 

• How is it expressed? 

• How do power relationships in the classroom influence his or her interactions 

with students? 

• What disadvantages may result? 

 

If it is accepted that every teaching action has both advantages and 

disadvantages for his or her students, s/he might ask whose interests are being 

served. Quite often his or her teaching may appear to be in the best interests of 

students when in fact it is himself or herself or the institution which has most to gain. 

 

              There are varying levels of contradiction in his or her teaching. Some are 

quite visible; others are less visible. Quite often his or her wish to improve teaching 

may be distorted by visible institutional requirements; for example, the requirement 

to demonstrate grammatical or communicative competence in student learning as 

defined by the syllabus. Not to demonstrate improvement in such competencies may 

be to demonstrate his or her professional inadequacy to colleagues or administrators 

whose views about the purposes of second language teaching may be quite different 

from his or hers. His or her interpretation of syllabus requirements as regards 

assessment can also become a complex mix of desires to improve his or her teaching, 

to enhance his or her professional status, to ensure student gains in learning and to 

provide appropriate opportunities for students to learn. There are visible and invisible 

agendas each with their own contradictions in his or her teaching. 

 

              Appraisal 

              HOW MIGHT S/HE TEACH DIFFERENTLY? 

Contestation of teaching practice logically leads to a search for alternative 

courses of action. Appraisal begins to link the thinking dimension of reflection with 

the search for teaching in ways consistent with his or her new understanding. A 

handy way of appraising is to ask the question: What would be the consequences to 

learning if I changed …? 
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Hence, with regard to measuring proficiency, s/he can understand whose 

interests are being served in assessment of student learning if we more frequently 

negotiate what will be learned or s/he might negotiate the criteria upon which 

students will be assessed. Most importantly, s/he might ask himself or herself 

whether criteria for making assessments are made public for students and whether 

s/he attempts to make public his or her assessments against these criteria. When s/he 

searches for more participatory styles of goal-based or democratic assessment 

procedures, s/he is appraising possible courses of action. 

 

              Acting 

              WHAT AND HOW WILL S/HE TEACH NOW? 

Paulo Freire (1972) has proposed that reflection without action is verbalism: 

action without reflection is activism – doing things for their own sake. Acting is 

listed here chronologically as the last phase in the process leading to reflective 

teaching, but it is not the final phase. There is a continuing dialectical relationship 

among the preceding phases and the idea of acting out new ideas about his or her 

teaching. S/he rearranges his or her teaching practice after mapping what s/he does, 

unearthing the reasons and assumptions for these actions, subjecting these reasons to 

critical scrutiny, appraising alternative courses of action and then acting. Although 

there is nothing magical or imperative about this cycle, it offers a systematic 

approach to the process of making committed choices as the basis of ‘good teaching’. 

 

              Pedagogical Reflective Practice 

Pedagogical reflective practice is essentially teaching practice in which the 

teacher undertakes deliberate and sustained reflection and action for the purpose of 

improvement. The term pedagogical serves two purposes here. It not only implies 

that the reflection is based in teaching. It also indicates that it takes place within a 

learning program. The learning program is a self-directed program towards the 

improvement of one’s teaching. 

 

Forms of Reflective Teaching Practice 

1. Action learning 
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2. Action research 

3. Course and unit Reviews 

4. Clinical supervision 

5. Critical incident analysis 

6. Engaging a critical friend 

7. Drama/role play 

8. Journal keeping 

9. Mentoring 

10. Mind mapping 

11. Peer observation 

12. Program reviews 

13. Reflective practitioner units in courses in tertiary teaching 

14. Reflective teaching practice workshop/seminars 

15. Self-accounting professionals 

16. Storytelling 

17. Teaching portfolios 

18. Teaching/learning networks and interest groups  

 

 

  Reflective Model 

 
 
 
 
 
 
 
 
STAGE 1:             
(Pre-training)        STAGE 2: (Professional education/development)        GOAL 
 
  

Figure 2.10 
Reflective practice model of professional development (Wallace, 1991) 

 

It will be seen from Figure 2.10 that the process of professional 

education/development has been divided as follows: 

 
Trainee’s 
existing 

conceptual 
schemata 
or mental 
constructs 

 
 
 
 
 
 
 
  ‘Reflective cycle’

Received 
knowledge

Experiential
knowledge

Practice Reflection PROFESSIONAL 
COMPETENCE
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Stage1: the pre-training stage, 

This is the stage which the person who has decided to undertake professional training 

or development is at before beginning that process. The ‘trainee’ may be pre-service 

or may already be engaged in the profession (in-service or self-development). 

Stage 2: the stage of professional education or development.  

In this stage, two key elements are highlighted: ‘received knowledge’ and 

‘experiential knowledge’. 

Received knowledge: By received knowledge, we mean facts, data and theories, etc. 

which are either a necessity or by convention associated with the study of a particular 

profession. 

Experiential knowledge: Here the trainee will have developed knowledge-in-action 

by action by practice of the profession and will have had, moreover, the opportunity to 

reflect on that knowledge knowledge-in-action. The experiential knowledge referred 

to is mainly the experiential knowledge of professional action (practical experience).  

             This is a very common way in which professional competence is developed 

and in it the process of reflective practice is clearly taking place even though the 

actual practice occurs outside the formal framework of the course. 

 

Goal: Professional competence: What the professional aspires to, namely (increased) 

professional competence. The term ‘professional competence’ can be used in two 

senses. In one sense it is the indication that someone has met certain minimum 

requirements for the exercise of her or his profession. Thus, one’s competence to teach 

might be proved by a certificate gained at the end of a teacher education course. In this 

sense, professional competence is a fixed hurdle; once it has been successfully passed 

over, there is no going back on it except in very exceptional circumstances. This 

professional adequacy can be called ‘initial competence’. 

 

Another sense of professional competence in which it is a moving target or 

horizon towards which professionals travel all their professional life but which is 

never finally attained. The variables are many: society expectations; the nature of the 

subject; the examination system; school curriculum; methodology; the teacher’s own 

interests; the teacher’s changing and deepening insights into the nature of the 
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profession; changes in responsibility, etc. Competence has a long way from 

‘adequacy’ or even ‘proficiency’: It has the stronger force of ‘expertise’. 

 

Mentoring 
 
 

Inexperienced teachers know their colleagues insufficiently and often find it 

difficult to articulate problems or negative experiences. Experienced colleagues often 

do not spot problems newcomers face or cannot spare the time to help them. 

Therefore, for the past three decades, teacher educators and researchers have been 

exploring new ways for experienced teachers to guide and support the learning of 

novices. We call this professional activity ‘mentoring’ which is defined as face-to-

face, close-to-the-classroom work on teaching undertaken by a more experienced and 

a less experienced teacher in order to help the latter develop his or her practice. More 

specifically we are interested in how experienced teachers can induct novices into the 

intellectual and practical changes of reform-minded teaching. 

         

Tharp and Gallimore (1988) claim that it is mentoring which leads 

inexperienced teachers to professional competence. “For teachers to learn new ways 

of teaching, we must construct settings that assist teachers to perform the new skills 

before they are fully competent. They, like their students, have zones of proximal 

development; they too require assisted performance” (p.190). 

 

Many teachers in higher education are being asked to mentor newly 

appointed members of staff who are new to teaching and who may lack experience of 

teaching in higher education. In addition, as academic and personal tutors, teachers in 

higher education have often found themselves becoming informal mentors to 

particular students. The informality of such relationships may conceal the 

significance for the development of students and leaves the teacher’s contribution 

(often entirely voluntary) unacknowledged and consequently perhaps, not recognized 

or valued.  
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What is Mentoring? 

 

Very broadly, these days the term mentoring is used to describe the support 

given by one (usually more experienced) person for the growth and learning of 

another, and for their integration into and acceptance by a specific community. 

 

A mentor has been identified as someone senior who develops and enables 

her/his protégé to ‘take the next step in life’ (Megginson, 1988). 

Other definitions include: 

• an experienced and trusted advisor  

• ‘a more experienced individual, willing to share his/her knowledge with 

someone less experienced in a relationship of mutual trust’  

• ‘a role model ... a guide, a tutor, a coach and a confidant’  

• ‘someone who has the respect of the less experienced protégé in terms of 

what they know, but also for what they are’ (Clutterbuck, 1992: 7). 

 

Objectives of Mentoring 

 

1. To provide inexperienced teachers with special attention and the support of an 

inexperienced mentor. 

2. To apply the experience of senior colleagues to the benefit of inexperienced 

teachers. 

3. To encourage and reassure inexperienced teachers and offer them the opportunity 

to remedy possible problems efficiently. 

4. To encourage junior and senior colleagues to reflect critically on teaching in all 

aspects. 

5. To teach junior colleagues to work toward attainable objectives. 

6. To further the integration of inexperienced teachers within the teaching staff. 

7. To instil a sense of responsibility in senior teachers towards their junior 

colleagues. 

8. To encourage the whole staff to venture beyond their own field and to promote 

an open team spirit among all colleagues and language teams. 
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9. To provide inexperienced teachers with special attention and the support of an 

inexperienced mentor. 

10. To apply the experience of senior colleagues to the benefit of inexperienced 

teachers. 

11. To encourage and reassure inexperienced teachers and offer them the opportunity 

to remedy possible problems efficiently. 

12. To encourage junior and senior colleagues to reflect critically on teaching in all 

aspects. 

13. To teach junior colleagues to work toward attainable objectives. 

14. To further the integration of inexperienced teachers within the teaching staff. 

15. To instil a sense of responsibility in senior teachers towards their junior 

colleagues. 

16. To encourage the whole staff to venture beyond their own field and to promote 

an open team spirit among all colleagues and language teams. 

      

Qualities of Mentors 

 

The following suggestions about the personal qualities of mentors and 

essential aspects of their roles are as follows:   

• Mentors should be congenial, helpful and have concern for the beginning 

teacher. 

• Mentors should be considered successful by the head of the department. 

• Mentors should teach the same level and subject as the first year teacher and 

have his/her classroom located in the same area of the building. 

• A one-to-one relationship needs to be established. 

• Teachers and mentors need to plan together and should be paired with like 

personalities. 

Mentors help inexperienced teachers: 

• to learn about teaching; 

• to feel good about teaching; 

• to manage their workloads; 

• to become part of the school community; 
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• to feel that they  are supported. 

Good mentors are: 

• good motivators, perceptive, able to support the objectives of the programme 

and fulfil their responsibilities to the candidate; 

• high performers, secure in their position within the organisation and unlikely 

to be threatened by, or resentful of, the candidate’s opportunities. 

• able to show that a responsibility for mentoring is part of their job 

description;   

• able to establish a good and professional relationship; 

• be sympathetic, accessible and knowledgeable about the candidate’s area of 

interest; 

• sufficiently senior to be in touch with the corporate structure, sharing the 

company’s values and able to give the candidate access to resources and 

information; 

• good teachers, able to advise and instruct without interfering, allowing 

candidates to explore and pursue ideas even though they may not be optimum 

pathways; 

• good negotiators, willing and able to plan alongside their own management 

teams and academies (Parsloe, 1995, pp. 71-2). 

 

Mentoring Roles 

 

Mentoring is clearly differentiated from instructing and teaching in the 

traditional sense (Megginson, 1988). The role of mentor, in higher education as 

elsewhere, is neither tutor, instructor nor primarily advisor, although advice may be 

given. Rather it has been described by student learners in higher education as nearer 

that of friend, confidante, counsellor or parent figure, who is non-directive and non-

judgmental (Brockbank, 1994). By extension, a mentor can promote a novice’s 

learning by participating with the novice in the tasks of teaching, helping the novice 

to perform at a more complex level than he or she could on his or her own. 
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Table 2.19  

Functions of mentors 
ROLE FUNCTIONS 

1. Model • To inspire; to demonstrate 
2. Acculturator • to show mentee around 

• to show mentee what to do  

• to help mentee get used  

• to the particular professional culture 
3. Sponsor • to open doors 

• to introduce mentee to the right people 

• to use their power (ability to make things 

happen) in the service of the mentee 
4. Support                                        • to be there 

• to listen so that the mentee has a safe place to 

release emotions 
5. Educator • to listen so that the mentee can put things 

into words 

• to coach and consciously create appropriate 

opportunities for the mentee to achieve 

professional learning objectives 

 

Qualities of Mentors 

• be a teacher with recent and relevant experience of at least one year. 

• be able to demonstrate up-to-date knowledge and expertise in the content of 

their subject; 

• be able to demonstrate knowledge and use of a variety of teaching methods 

and enable others to use them; 

• be able to demonstrate an active interest in pursuing their own professional 

development; 

• be able to work collaboratively in various teams as a voluntary partner; 

• be able to communicate effectively with a variety of individuals and groups; 

• be committed to the promotion of equal opportunities through teaching and 

training; 
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• have interpersonal skills which enable others to relate to them as a guide, 

counsellor and assessor; 

• be able to identify and help others to identify good practice in classroom 

teaching; 

• have a knowledge of evaluation and assessment techniques including self-

assessment for prospective teachers; 

• be able to organise their own time and that of others. 

 

Mentoring Skills 

 

             This brings teachers to the skills required by mentors to enable the 

developmental relationship and these are described as those which provide: 

• information, 

• support, 

• challenge, i.e. the conditions for facilitating reflective dialogue. 

The mentoring skills are summarized as follows: 

• active and accurate listening, 

• observing and reflecting back, 

• empathy, 

• giving information, 

• questioning, 

• challenging by: 

      - advanced empathy 

            -  immediacy 

            - confronting 

• feedback and summarizing. 

 

              Characteristics of the Inexperienced 

              Awareness of the struggles of an inexperienced teacher is essential before 

meaningful guidance can be offered. Mentoring teachers need to recognize several 

problem areas: 

• initial planning; 
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• designing basic classroom procedures; 

• using effective language  during instruction; 

• balancing the whole instructional program; 

• evaluating students, 

• integrating with the rest of the staff. 

 

              Initial Planning 

              Planning is very important. At the first stage, a number of questions need to 

be answered: 

• What am I going to teach?  

• Why? 

• To whom?  

• How?  

• What tools am I going to use? 

 

It is striking that inexperienced teachers tend to emphasize the contents of 

the course: schemes and diagrams, word explanations, solutions to exercises (they 

focus on ‘What shall I teach?’). Aspects such as goals, target group, method and 

evaluation (questions of why? to whom? how? with which tools?) receive less 

attention. Though quite understandable considering their lack of experience and 

insight, this misconception has far reaching consequences for actual classroom 

procedures. 

 

              Classroom Procedure 

              Classroom procedure is strongly dominated by inexperienced teachers’ need 

for reassurance; they prefer to stick as closely as possible to the lesson plan and try to 

avoid venturing into unknown territory. If the latter does happen, they risk wandering 

off the subject, a problem lurking not only for inexperienced teachers. Yet, such 

teachers lack the experience to sense the usefulness and expediency of a digression. 
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              Language Interaction 

Language is communication. The interaction between student and teacher is 

of crucial importance. The teacher needs to command an effective questioning 

technique. It is essential for inexperienced teachers with fear of silence in the 

classroom to learn to listen and to reflect on the answers and attitude of the students. 

Moreover, it is necessary to allow the students to talk as often as possible. Students 

require this practice, not the teacher. Yet, the ‘teacher talking time’ of inexperienced 

teachers is found to be very high. 

 

              Program Balance 

              Learning to balance the total class program is essential. The subject matter 

has to be clearly defined and well-timed. Offering learning strategies, selecting 

interesting material geared to attainable goals, limiting the amount presented during 

one lesson, distinguishing essentials from secondary considerations; this is a lot to 

ask. 

Obviously, experience counts here. The fact that a good lesson consists of 

an introduction, a body and a conclusion is often only theoretically obvious! 

 

The selection of a proper method and adequate use of teaching tools 

contribute largely to the success of a lesson. Inexperienced teachers, however, find it 

very hard to cope. Too often, they pay scant attention to what they see as trivial 

details. They attempt too often to use materials that have not been tested and they use 

equipment without the necessary technical knowledge. However, the possibly 

negative results of all this can be turned into positive ones provided the necessary 

help is offered. Classroom management is not a simple business and yet a variety of 

rules of thumb can offer a solution. 

 

              Evaluation  

              Evaluation of the learning result needs to be an effective evaluation. After 

each part of the lesson, it is essential to check whether the desired goals have been 

achieved. Inexperienced teachers must also learn to evaluate in the long term, 

starting from their objectives.  
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              Integration with teaching staff 

              An inexperienced teacher should be able to integrate with colleagues as soon 

as possible. At most of schools and universities, team work is a must; close 

collaboration marks each language team and the entire teaching staff at all levels. 

 

Experience is an important criterion for critical self-assessment. Whereas 

experienced teachers are able to anticipate numerous stumbling blocks at an early 

stage, inexperienced colleagues often knock their heads against a brick wall, which is 

not only detrimental to self-assurance and job satisfaction, but also most unpleasant. 

 

 

Experiential Learning 

 

Kolb, one of the pioneers of experiential learning, (1984) defines 

experiential learning: ‘Learning is the process whereby knowledge is created through 

the transformation of experience’ (Kolb, 1984: 15). 

 

Kolb’s work is based on constructivist assumptions. He acknowledges 

Lewin, Dewey and Piaget as the ‘foremost intellectual ancestors of experiential 

learning theory’. He endorses the progressive and democratic values of Lewin and 

Dewey and draws on Piaget to develop his model of experiential learning and its 

implications for instruction.  

 

Kolb defines concrete experience as direct contact with an object of study 

rather than anticipation or recall. He sees experiential learning as a: 

• cycle of experience, 

• reflective observation, 

• abstract conceptualisation, 

• active experimentation. 

 

He argues that in concrete experience we should be involved as fully as 

possible in new experiences; in reflective observation we observe and reflect on 
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these experiences from diverse perspectives; in abstract conceptualization we store 

abstract concepts to integrate our observations into logically sound theories and then 

in active experimentation we use these theories to make decisions and solve 

problems. 

      

For example, as a language learner, we might be taught ‘mind-mapping’ to 

associate and recall new vocabulary. The direct experience of using it may lead 

him/her to contrast it with former methods such as ‘listing’. We may generalize from 

this a conceptualization of how words relate to each other and how we learn best. As 

active experimentation, we may use mapping with new words and even in other areas 

such as grammar and from this  confirm or develop our new understandings both of 

language and of self as a learner. 

      

             Thus, Kolb adopts a constructivist view of learning as the development of 

personal schema or theories which are progressively confirmed and disconfirmed by 

experience, a view that: ‘learning is the process whereby knowledge is created 

through the transformation of experience’ (Kolb, 1984: 38). It should be noted that, 

in Kolb’s use of the term, reflection is conceived as the rational analysis of an action 

or experience. 

      

C. Rogers (1982), one of the exponents of experiential learning, points out 

that experiential learning has the following qualities: 

• personal involvement; 

• learner initiation; 

• evaluation by learner; 

• pervasive effects on learner. 

 

Experiential Learning Theory and Teacher Education 

 

Kolb’s theory of experiential learning (Figure 2.11) offers a flexible and 

helpful framework for formal (i.e. course-based) and informal teacher learning. It 

suggests a structure for the design of teacher learning activities: cycles that integrate: 
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• experience, 

• reflection and discussion, 

• access to public knowledge and opportunities for experiment. 

      

It suggests the following principles: 

• direct personal experience is essential for conceptual development; 

• reflection on this experience is essential to conceptual development; 

• there is value in access to abstract theory (by reading and formal instruction) 

to explain cases and to provide terms with which to analyse experience; 

• there is no need to see either experience or abstraction as prior so long as they 

are both available to the learner; 

• the experiential learning cycle can be entered at any point so long as it is 

ongoing. 

 

 

 
 

Figure 2.11 

Kolb’s Learning Cycle 

 

              Dialogue 

Kolb’s view of experiential learning stresses the function of dialogue in 

clarifying our ideas and use of words. Talk is the essential bridge between privately 

constructed meaning and social activity. It helps us to negotiate between our private 

meanings and those of others. As Thatcher argues, ‘in promoting learning we are 
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about the business of trying to increase the area of shared meaning we have for 

words and thus for ideas expressed in words’ (Thatcher, 1990: 290). It is through 

reflection and discussion of shared concrete experiences (such as being taught a 

foreign language or watching a video) that we can best arrive at a shared 

understanding of terms and concepts. This is because we can match our use of words 

with that of others within the framework of shared experiences. 

 

In ELT, it has been recognized for some time that teacher learning is very 

much about acquiring a professional vocabulary that is both publicly shared and 

personally meaningful (Brown, 1990). Novices need to develop such a vocabulary 

through observation, analysis, discussion and reading in order to engage 

constructively with teaching practice and feedback. With experienced teachers, a key 

task for the provider is to develop a shared language for the discussion of teaching. 

The development of a shared language is evidence of sociality: mutual 

comprehension of our personal constructions of reality (Salmon, 1995). 

               

              Integrated Activities 

A feature of Kolb’s treatment of the components of the learning cycle is that 

they are interdependent whereas other models tend to suggest the primacy of one or 

other of these elements. Indeed, it may be that some approaches even to experiential 

learning itself have been ineffective because teachers wrongly assumed that 

experience alone was sufficient for learning to take place. Jarvis (1991: 8) observed: 

 

     There is a growing body of research into the limitations of the ways in which 
experiential learning has been implemented and a reassessment of alternatives. 
Mecar and Edwards (1987) have shown that students can happily perform 
learning tasks without drawing the learning conclusions we hope they will. They 
need overt support to see the purposes and principles behind the activity. Perhaps 
adults are in the same position when it comes to teaching techniques. Not all 
learning takes place through the route of direct experience it seems to me there is 
a place for telling, showing and modelling a place for overt discussion of the 
learning principles behind these activities. 

 
 
As Jarvis argues, experience alone is not enough: it needs to be complemented by 

interpretation of the experience.  
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              Individualism 

While recognizing the interaction between private and public knowledge, 

Kolb tends to discuss learning in individualistic terms. For example, he sees personal 

experience and experimentation as freeing the person from unthinking reliance on 

received knowledge. He sees the proper attitude for the creation of knowledge as 

neither what he calls apprehension (subjective experience) nor comprehension 

(public, generalized knowledge) but ‘an attitude of partial scepticism’ by which our 

appeal to our own experiential knowledge frees us to choose what we believe and to 

chart the course of our own destiny’ (Kolb, 1984: 109). 

 

While experiential learning theory offers a fruitful framework for LTE, we should 

complement Kolb’s view in three ways: 

1. To emphasize the social dimension of learning; that our theories and beliefs 

are tested and confirmed in social contexts, validated by the responses of 

others: learning is located within us, but its validation depends on social 

exchange. 

2. Reflection should not only be seen in terms of rational analysis and 

generalization. It is also an emotional process because it involves a degree of 

self-confrontation and self-questioning which entails risk and turbulence, 

especially for the experienced teacher (Rudduck, 1988). For this reason, 

learner teachers are likely only to engage open-heartedly in reflective 

activities if they are in the right interpersonal and emotional climate. 

3. We need to recognize the tacit nature of much of our knowledge: people do 

not know what they know (Eraut, 1994). Therefore, reflective learning 

requires a degree of self-awareness to uncover our beliefs and make them 

available for reassessment. In this way we can be capable of developing 

views of ourselves and broader interpretations of our experience (Shulman, 

1988). 

 

              Experience and Education 

It is often said that experiential learning originates in the educational 

progressivism of Dewey (1963). The received professional ideology of experiential 
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learning is that it empowers individuals to gain control over their learning and hence 

their lives and to take responsibility for themselves.  

 

Reflections on empowerment, however, might raise a different set of 

questions. For example, traditional education systems, which Dewey was of course 

criticizing, always featured a substantive politics of empowerment: its symbolic 

representation was contained in the slogan of equality of opportunity. The state 

education system has always, in fact, empowered. It has also absorbed, selectively 

Dewey’s progressivism, and forms of experiential learning have often featured in 

institutionalized education. In other words, the distinction between traditional and 

progressive education or classroom and experiential learning is by no means clear cut 

and empowerment cannot be unambiguously attributed to one or the other. 

  

 

Experiential Learning and the Tradition 

              Mulligan and Griffin in their work on training community organizers 

discusses the way in which people react to life as ‘a series of happenings which pass 

through their systems undigested and concludes that ‘happenings become 

experiences when they are digested, when they are reflected on, related to general 

patterns and synthesized’ (1992: p.33). 

 

Experiential learning sees education as life-long and therefore, ‘learning 

how to learn’ is important for the learner 

      

Thomas in his work on developing learning conversations states that 

‘People do not necessarily learn from experience; it depends on the meaning they 

attribute to their experience and on their capacity to reflect and review it’ (Thomas 

and Hari-Augstein, 1985: 267). 

              

              Clearly therefore for the learner to be able to learn from her/his own rich 

resource of experience s/he needs to develop skills of inquiry which will enable 

her/him to reinterpret and appropriate this experience. The making sense of 
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experience is major task for adult educators and was what Freire (1993) called 

‘critical reflection’. A methodology which encompasses this critical reflection and 

enables the learner to make sense of and learn from her/his own experience is 

‘experiential learning’. Experiential learning is a process in which an experience is 

reflected upon and then translated into concepts which in turn become guidelines for 

new experiences (Table 2.20). 

Table 2.20 

Experiential learning in adult education (adapted from Mulligan and 

Griffin, 1992: 45) 
                                                                                           Progressive / Experiential Learning 
What social problem is taken most seriously by this 

tradition? 
Social change   

What theory of social development does this tradition 

rest on? 
Reform 

What metaphor best describes the nature of the 

educational process? 
Problem-solving 

What is the key value in this form of practice? Democracy 
What really counts as knowledge in this tradition? Judgement and ability to act 
What is the educator’s task?  Support 
What is the educator’s task?       Guiding 
How is an educated person described?         Responsible 
What is the role of the learner’s life experience in this 

tradition?  
A source of learning and inseparable from knowledge 

Does this tradition draw upon experience for 

knowledge?  
Yes – knowledge and experience are inseparable 

Does this tradition make use of experiential learning? Yes 
What types of experience are used? Structured 

 

 

 

 Peer Observation/Peer Teaching 

 

One way in which teachers can learn from each other is by doing peer 

observation. Peer observation is intended to be supportive rather than evaluative. The 

teacher who is being observed decides what aspect of her teaching will be the focus 

of the observation. The purpose is developmental in that the observer helps the 

teacher to focus attention on aspects of her classroom behaviour which have become 
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habitual and perhaps no longer serve her well. Therefore, peer observation, in which 

two teachers observe each other can be an excellent stimulus for professional 

development both for the observer and the observed. However, it is important for 

both of the teachers to observe each other so that a climate of mutual support and 

trust is developed. 

      

Peer observation and peer teaching, on the other hand, involve colleagues – 

who are equal – watching together so that both may be helped in their understanding 

and practice. 

 

              Peer Coaching 

Peer coaching is a systematic process of collaboration in which one teacher 

observes and gives feedback to another teacher, usually with some form of 

reciprocity. Smyth (1991: 5) defines and elaborates as follows: 

 

Peer coaching is a structured process by which trained faculty members 

voluntarily assist each other in enhancing their teaching within an atmosphere of 

collegial trust and honesty, through:  

 

1) development of individual instructional improvement goals and clear observation 

criteria;  

2) reciprocal, focused, non-evaluative classroom observations;  

3) prompt constructive feedback on those observations. 

 

Observers need not technically be peers in every sense of the world, but as 

colleagues, observer and teacher engage in a cooperative process of mutual 

communication about the actual teaching-learning process as directly observed in the 

classroom. Feedback is classified as formative rather than summative. It is offered 

and received as information for the enhancement of one’s future teaching, not as data 

for summing up one’s competencies as a teacher. 
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Peer teaching can be especially helpful if you focus on certain aspects of his 

or her teaching. If s/he has been concerned about the quantity of teacher talk vs. 

student talk in his or her teaching, a peer observer may be able to give him or her 

some feedback that could lead him or her to make some adjustments. Among topics 

that peer teaching or peer-coach collaboration is necessary in teacher education 

because typically there exist two solitudes, one in the schools and one in the 

universities. Rarely do schools and universities engage in meaningful conversation 

during research or during the conduct of teacher education.  

 

Collaborative/Cooperative Development 

 

Teachers learn from each other in many ways. Peer observation, team 

teaching and doing collaborative classroom research are some of the ways in which 

this can happen. 

  

Yet most teachers, most of the time, are on their own with their class. 

Michael Fulani and Andy Margraves have studied the way that teachers work in a 

number of schools and colleges. They believe that professional isolation limits access 

to new ideas and better solutions and is detrimental both to the individual teachers 

and to the institutions in which they work. They contrast this with a school 

environment in which interactive professionalism is the norm, in which collaboration 

flourishes, teachers work together by habit, learn from each other and share their 

expertise as a community. Their research has shown conclusively that individuals 

and institutions develop under these conditions. 

 

      Isolation means two things. Whatever great things individual teachers do or 
could not do go unnoticed, and whatever bad things they do go uncorrected. Many 
of the solutions to teaching problems are ‘out there’ somewhere, but they are 
inaccessible. We cannot see them. Older experienced teachers are grossly under-
utilized. New teachers with their combination of idealism, energy and fear are 
also under-utilized, as the conservative tendencies of survival take their toll and 
already begin to shape their careers towards the lower limits of what could be 
possible. Any solutions will have to tap into and propel what teachers at all stages 
of their careers have to offer. This unseen pool of expertise is one of the great 
untapped reservoirs of talent – it can fuel our improvement efforts and it is under 
our noses. 
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      Many teachers are very effective. Their problem is lack of access to other 
teachers. Access would mean that they could become even better while sharing 
their expertise. Many other teachers are competent but could improve 
considerably if they were in a more collaborative environment. Interactive 
professionalism exposes problems of incompetence more naturally and gracefully. 
It makes individuals reassess their situation as a continuing commitment. (Fullan 
and Hargreaves, 1992: 17-19) 
 

 

The process of continuing to develop his or her professional expertise as a 

teacher is sometimes difficult to manage alone. The challenges of teaching in a 

rapidly changing profession almost necessitate collaboration with other teachers in 

order to stay on the cutting edge. Can he or she successfully collaborate with other 

teachers to fulfil his or her expectations?  

 

Collaboration 

              Collaboration can be defined as to work in combination with. To put 

differently: Collaboration involves the mutual negotiation of purposes and interests 

by parties committed to the common goal of program improvement. Each of these 

parties has its own interests in and purposes for teacher education which taken 

together, eventually emerge as the agenda for pre-service teacher preparation ... 

Collaboration, then, is the shared negotiation of purpose and task (Smyth, 1991). 

 

 Group Learning 

               Learning is best seen as a group activity. If the learning group is properly 

managed and constructed, the psychology of group members reinforces the learning 

capacity of the individuals within the group. At the same time members of the group 

help each other to learn. 

 

Research shows that individuals have much to gain through learning 

collaboratively in appropriately structured and conducted groups. The most 

constructive dynamics works when individual members feel a sense of common 

purpose with the group while at the same time feeling that the group recognizes their 

individual importance and potential contribution. This can be expressed as group 

identity and as personal identity respectively. At the simplest level, the learning 
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group establishes a secure and comfortable environment which is highly conducive 

to learning. Such supportive group learning is more motivating for the bulk of 

learners than learning in an individualistic, competitive group environment or on 

their own. 

 

As shown in Table 2.21, research among college students in North America 

showed that collaborative learning promoted greater individual achievement than 

competitive or individualistic efforts in: 

Table 2.21 

Benefits of collaborative learning (Source: adapted from Johnson and Johnson 

(1993) 

• verbal tasks; 

• greater intrinsic motivation to learn; 

• more frequent use of thought processes such as rethinking knowledge, higher 

level reasoning, flexibility and elaboration of thought, networking; 

• greater long-term maintenance of the skills learned; 

• social skills. 

 

Table 2.22 drawn from North American research among learners in colleges shows 

that successful group learning in an institutional setting does not necessarily happen 

spontaneously. Teachers and students alike have to learn the relevant skills. 

 
Research into collaborative learning identified five essential elements in achieving 

effective co-operative action: 
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Table 2.22 

Teaching group learning: source adapted from Johnson and Johnson (1993) 

1. instructors must carefully structure positive interdependence to ensure that 

all students are committed to each other as persons and to each other’s 

success. 

2. each student must be held accountable for exerting maximum efforts to learn 

by his or her peers. 

3. students must meet and promote each other’s learning face to face. 

4. the teamwork skills required to co-ordinate efforts to complete joint 

assignments must be directly taught and mastered. 

5. Finally, team members must gather data on their own progress and plan how 

to improve the process they are using to learn. 

 

 
Why Adopt Collaborative Teaching as a Catalyst for Teacher Development? 

• Team permits team members to take advantage of individual teacher 

strengths in planning for instruction and in working with learners. 

• Team teaching spurs creativity because teachers know they must teach for 

their colleagues as well as for their learners. 

• Team teaching facilitates individualised instruction because it is possible to 

provide learning environments involving close personal contact between 

teacher and learner. 

• Team teaching provides for better sequencing and pacing of increments of 

instruction because perceptions of an individual teacher must be verified by at 

least one other member. 

• Team teaching builds programme continuity over time. Team teaching 

programmes abide. Specific teachers within a team do not. 

 

In addition, a collaborative approach to teaching seems to us to synchronise 

very well with current trends in ELT that have already had a great impact since the 

2000s. Richards and Nunan (1990) note that collaboration reflects the philosophical 

shift embodied in the movement from teacher training to teacher education which 
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answers to internal criteria and is characterised by approaches that involve teachers 

in developing theories of teaching, understanding the nature of teacher decision 

making and strategies for self-awareness and self-evaluation.  

 

There are a variety of forms of peer teaching. In the first, two teachers hold 

a dialogue in front of the class about a language point, a text or an aspect of culture. 

Students gain from hearing different views on the same topic and the participating 

teachers learn through their public interaction with each other. Sometimes two 

teachers can take different parts of the same lesson so that at one stage one might be 

acting as organizer and then observer while the other plays the roles of prompter and 

resource. At other points in the lesson one teacher could explain a grammar point 

before the other takes over to run a short controlled practice. 

 

       Peer observation involves the following steps: 

1. Pre-observation discussion The lesson plan is discussed as well as the focus 

of the observation. 

2. Observation The observer makes notes on the steps in the lesson, recording 

such things as departures from the lesson plan. Particular note is made of the 

aspects of the lesson on which the teacher wants feedback. 

3. Post-lesson discussion Both the teacher and observer report their impressions 

of the lesson and discuss any differences of interpretation. The teacher may 

ask for ideas on improving some aspects of the teaching. 

4. Follow up The teacher tries out any new ideas or suggestions that arise and 

reports back to the observer to give feedback. 

 

Giving Feedback to Other Teachers 

              What are the most helpful strategies for the observer to use in giving 

feedback to a colleague? Freeman (1982) believes that a non-directive approach 

derived from Rogerian principles is most effective. 

 

      As the post-observation discussion between the observer and the teacher 
begins, the observer must ask: What kind of relationship, what insights, can I 
provide which this person may use in his/her own development as a teacher? The 
observer’s goal is to build a relationship with the teacher which is supportive in 
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the fullest sense. The objective is not to judge or to evaluate, but to understand ... 
and to clarify. The observer starts from the assumption that the teacher’s own 
experiences and goals must provide the primary source of learning ... and the 
teacher always retains the choice of acting on or ignoring the observer’s input. 
The teacher is in control throughout the process of observation and discussion. 
 

      The Non-Directive Approach is a process of reflection and self-evaluation. 
Taking the teacher’s world as a starting point, and based on what s/he has seen, 
the observer helps the teacher to compare what happened in the class to his/her 
goals. The observer facilitates this process through the use of counselling 
responses, followed by comments, questions and suggestions which reflect the 
teacher’s world and are not evaluative or judgmental. The approach seeks a 
delicate level of understanding and trust between both people. It asks the teacher 
to be open about what s/he wanted to happen in the class, his/her hopes and 
intentions and to measure what actually took place against that standard with the 
help and perspective of the observer. At the same time, it asks the observer to 
suspend his/her own world for a limited time, to accept the primacy of the 
teacher’s world and so to contribute to the process of self-development. (Freeman, 
1982: 24-26) 
  

The essence of this lies in the observer’s willingness to understand and help 

the teacher clarify her experience of the lesson so that she can be open with herself 

rather than to judge or evaluate the lesson or the teacher. The teacher’s experience is 

that this is powerful and effective so long as the observers demonstrate a non-

judgmental attitude as well as non-judgmental behaviour. Behaviour that appears 

supportive along with an attitude that primarily wants to get on and tell the teacher 

what she should do to be a better teacher, can be confusing and self-defeating. Try to 

observe yourself on the next two occasions when you are helping a colleague who is 

facing some small difficulties. 

• How much of your intention is concerned with solving the issue, getting rid 

of the problem by giving advice? 

• How much of your intention is concerned with understanding and clarifying 

the issue for the benefit of the colleague? 

 

Using Language Facilitatively 

              Language can be a powerful instrument when giving feedback. Evaluative, 

judgmental statements about the way a lesson has been taught have the effect of 

closing down the teacher’s options by implying that there is a right and a wrong way 

of teaching. Tessa Woodward, who is interested in how language can be used to give 



 
 

 
 

259

helpful and unhelpful feedback messages, gives these examples of the kind of 

unhelpful feedback which closes down options: 

 

Observer says to teacher Teacher says to himself/herself 

You should have ... I should have ... 

You shouldn’t have ... I shouldn’t have ... 

Why didn’t you ...? I could have ... 

 

By simply changing the way we use language, feedback can be made supportive and 

facilitative. Tessa Woodward illustrates the kinds of openings which offer options 

and possibilities: 

 

 

Observer to teacher: Teacher says to himself/herself 

I noticed that you ... I chose to ... 

Another option available in that situation  

is …                     

The advantage was ... 

The advantage there might be ... Another time I could ... 

 

 (Woodward 1989, p.21) 

 

In the latter, the discussion focuses less on what the observed teacher should have 

done and more on what he or she could have done, discussing  a range of different 

tactics and times when they might work well or badly. Options are not closed down 

and discarded. They are discussed, weighed up and kept in mind for future use in 

different situations. 

 

In his book, “Learning in Groups” Jaques (1984) offers the following advice on 

handling feedback if: 

• It is descriptive rather than evaluative. Describing one’s own reaction leaves 

the other individual free to use it as he sees it. Avoiding evaluative language 

reduces the need for the other individual to react defensively. 
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• It is specific rather than general. To be told that one is ‘confusing’ will 

probably not be as useful as to be told when you ask us a question you seem 

to rephrase it so many times that we get confused. 

• It takes into the needs of both the receiver and the giver of feedback. 

Feedback can be destructive when it serves only our needs and fails to 

consider the needs of the person on the receiving end. 

• It is directed toward behaviour that the receiver can control. Frustration is 

increased when a person is reminded of some shortcoming over which he or 

she has no control. 

• It is solicited rather than imposed. Feedback is most useful when the receiver 

has asked for it and accepts it without argument. 

• It is well timed. In general, feedback is most useful at the earliest opportunity 

after the given behaviour. 

• It is checked to ensure clear communication. One way of doing this is to have 

the receiver try to rephrase the feedback he has received to see if it 

corresponds with what the sender had in mind. 

• When feedback is given in a group, both giver and receiver take the 

opportunity to check with others in the group on the accuracy of the 

feedback. Is this one person’s impression or an impression shared with 

others? 

 
 

Lifelong Learning 

 

• Lifelong learning relates to learning throughout the lifespan – covering all life 

from cradle to grave and starting at any age. 

• Learning has the widest possible boundaries. It includes all the main types 

and classes of learning: vocational, critical, formal and the opposites of all 

these. It includes formal and informal education and self-directed learning. 

• Continuity is not of the very strictest kind. It allows for some gaps and delays 

so long as a broad momentum is maintained. 
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• Intention and planning on the part of the individual or organization is seen as 

an ongoing intent to learn. It is expressed through some form of 

personal/organizational plan or strategy for ongoing learning which is 

maintained and acted upon over time. The plan might be written down as an 

unfolding concept, subject to reappraisal over time; or it might be held in the 

mind, more informally. 

 

At the moral level – lifelong learners will additionally live by four basic moral 

principles: 

1. personal commitment to learning; 

2. social commitment to learning; 

3. respect for others; 

4. respect for truth (Table 2.23). 

 

 

    Table 2.23 

    Moral aspects of lifelong learning (Smith, 1999: 10). 

• Personal commitment means individuals take a personal interest in their 

learning program and take a large measure of personal responsibility for 

carrying it through successfully. 

• Social commitment means that learners share their learning with others and 

encourage others with their learning and in their successful application of 

learning in daily living. 

• Respect for others’ learning means that the learner recognizes the rights of all 

individuals and organizations to be lifelong learners and to be able to express 

their points of view freely. 

• Respect for truth means the learner is prepared to change any opinion – even 

those long and dearly held – in the face of evidence and rational argument. 
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              Essential Lifelong Learning Skills 

People of all ages need lifelong learning skills; especially student-teachers 

urgently need a curriculum that develops essential learning skills as well as 

practicing- teachers. Lifelong learning skills are as follows (Table 2.24): 

     

   Table 2.24 

   Essential lifelong learning skills (Smith, 1999: 134) 

• ability to communicate and calculate above a basic level. 

• ability to use computers effectively. 

• self awareness and self-development skills. 

• financial and consumer-rights awareness. 

• ability to understand the values of lifelong learning and the courage to apply 

them. 

• ability to think inductively and deductively. 

• ability and confidence to find things out and to take a reasoned critical view 

upon what has been considered. 

• ability to learn together with others in mixed groups. 

• realization of an unfolding personal profile of aptitudes and intelligences. 

• ability to apply learning usefully to creative or socially responsible ends. 

• a basic knowledge of planning a learning career and basic awareness of 

systems for learning and guidance. 

 

              Teachers and Teaching 

Teaching as a Process 

The vast majority of learners depend on teachers and teaching. Even 

distance learning is normally supported although it makes new demands on teachers 

and those who train them. Teaching must be designed to fit the lifelong learner and 

the principles of lifelong learning, whatever the mode of learning. Institutional 

arrangements which leave no room for the best of lifelong learning approaches imply 

failure at the very first hurdle. 
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In a general lifelong learning culture, every teacher’s prime goal will be to 

trigger and nurture lifelong learning in every learner. This is a vital skill for teachers. 

It is not the same as the skill of keeping order in class; or of being effective in 

assessment procedures or of imparting a body of knowledge or even of ‘knowing the 

subject’. This ability to inspire is partly a natural-born talent and partly hard work, 

good humour and determination. 

 

Current conditions in educational institutions of all kinds and levels tend to 

be hostile to these principles. This is one reason why people on average and their 

initial education or their adult course, expecting to do less learning – not more. In the 

secondary schools too, it largely explains why so many young people turn away from 

further learning. Teaching mechanically for predominantly instrumental reasons is 

certainly not going to reverse that trend – though it may be a way to survive the 

experience of teaching overcrowded classes of reluctant learners’ day in day out. 

 

              Teacher Training and Development 

Those who select and train teachers at any level need to be able to recognize 

and develop the talent to inspire and encourage continuity in learning and to ensure 

that it is not destroyed by the thousand frustrations of teaching life. Yet there is 

currently little sign of a strong element of lifelong theory and practice developing in 

initial or in-service teacher training in the institutions. 

 

An important factor behind this is the lack of hard research into the methods 

and approaches of teaching which increase the probability of continuing learning. 

There is, on the other hand, much research devoted to the efficiency of teaching 

methods in terms of qualifications. That is no substitute for looking at the lifelong 

learning perspective. A link with the proposed Higher Certificate in Lifelong 

Learning would rectify this. Would-be teachers who have not acquired this Higher 

Certificate in taking their first degree could be required to take it as part of their 

professional training. 
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              Teachers: Conditions and Incentives 

Talent and training alone will not make a good facilitator for lifelong 

learning. Good teaching conditions and equipment, good terms of employment and 

good incentives are crucial. Here the chronic lack of money in the state-funded 

system and politicians’ misguided policies come home to roost. If it is true that 

lifelong learners take their cue from the enthusiasm and sensitivity of their teachers, 

there is trouble in store. 

 

Teachers’ stress levels are commonly running very high, across the whole 

initial learning system and beyond. Pay is poor; class sizes are high; and the hours 

worked are generally excessive. Chances of promotion are also poor and the system 

of funding by average salary units has worked against the more experienced teachers. 

Little wonder that unprecedented numbers of schoolteachers are retiring early –until, 

that is, the previous government has closed a pension loophole and trapped exhausted 

teachers inside the profession. 

 

Things are little better in further education and much of adult education. 

There is considerable casual work among lecturers and tutors. This makes it very 

difficult to tackle questions of curriculum and staff development and to raise 

standards further. Staff contracts are a source of unrest and the complexity of the 

funding structures causes endless problems for internal administration.  

 

As for higher education, tenure is rare; salary levels are low and contracts 

often carry onerous waiver conditions which deny workers basic rights. The recent 

large volume increases in the student body have not been reflected in staff/student 

ratios. This has put serious pressure on staff at the same time as the Research 

Assessment Exercise – which determines the allocation across higher education of an 

inadequate sum of money of general research funding – has pressurized academic 

staff to publish research. 
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In any scenario of lifelong learning, problems originating in overload and 

inappropriate expectations will have to be addressed. Incentives and rewards for 

formal teaching are a particular concern. 

• In higher education, the evidence is that rewards at the level of the individual 

staff member are generally insensitive to the quality of the teaching. 

Promotion and security are commonly related to success in the publication 

area of the Research Assessment Exercise. There is a growing recognition 

that this bias in reward needs correction. However, there are acute problems 

in getting proper incentives to bear – both on institutions for their average 

quality of performance and on individual teachers in those institutions. 

 

Self- Appraisal 

 

Course members trying to achieve the management tasks of appraisal and 

training have identified the following training needs: 

 

• learning how to develop personal confidence with a view to promotion; 

• learning how to move forward professionally; 

• learning how to enhance personal performance in school. 

 

 

              Appraisal 

Poster and Poster (1993: 1) name two concepts in discussions of the 

planning and implementation of appraisal projects: 

• performance appraisal  

• staff development review. 

      

Performance appraisal is concerned with setting achievable goals and giving 

feedback to staff on their work performance which identifies their training needs and 

encourages better performance so that the objectives of the organization can be 

achieved. Staff development reviews are concerned with the identification of 
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teachers’ professional needs and the training opportunities to satisfy these needs, so 

that teachers can improve their performance in present and future work roles. 

 

Performance Appraisal 

              Performance appraisal provides valuable opportunities for satisfying crucial 

organizational needs. These are: 

 
• assessment of past and present performance and prediction of future 

contributions from each member of staff; 

• an overview of current and potential skills, resources and capabilities 

available for human resource management in the organization to meet present 

and future challenges; 

• identification of training needs. 

 

This form of appraisal is receiving strong encouragement from those 

movements which are trying to give consumers a greater say in the delivery of many 

different services such as education. One observer of the expansion has reported: 

     Whether it is school examination league tables or health or other services, the 
result is the same. Service delivery is to be monitored as never before, as 
information is seen as the key to developing motivation and customer satisfaction. 
(Whitfield, 1992: 31) 

Staff development review 

              Some critics have argued that performance appraisal results in an exclusive 

focus on accountability, cost cutting, judgmental reactions and critical feedback, 

rather than the enhancement of teachers’ feelings of self-esteem, confidence and 

motivation which the staff development model of accountability predicts might 

follow from the introduction of appraisal. The benefits of this approach to appraisal 

include satisfying important teachers’ needs such as knowing what is expected of 

them, having feedback about how their work is evaluated, being able to discuss their 

strengths and weaknesses objectively and constructively, feeling valued by receiving 

recognition for effort as well as for achievement, being aware of personal and 

professional growth and identification of training needs. 
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By reinforcing teachers’ feelings of being valued for their contribution at 

work, Blackburn has also noted that the benefits which the developmental model of 

appraisal can bring: 

         
Too often in schools the esteem in which teachers’ work is held is left 

unspoken. To feel valued for the work that has been done motivates teachers to 
make future effort. More precisely there is the opportunity to recall the things 
teachers have specifically undertaken in the last year which, apart from having 
been beneficial to the students and the departmental team, have served to give the 
teachers areas of work through which they have found some sense of fulfilment  
(Blackburn, 1986: 37). 

  
 

The benefits and negative benefits which staff could experience from 

appraisal are closely related to the management and culture of the school in which 

they work. Duffy has put this point very strongly: “Appraisal brings huge benefits in 

school when teachers perceive that it is they who own the process and where the 

context is collegial.” (Dufy, 1990: 37). He goes on to argue that only a few schools 

nationally have developed such a culture of participative management styles as to 

warrant the term ‘collegial’. Fortunately, for those staff who wish to enjoy some of 

the advantages of the developmental model of appraisal, it is possible to see the 

introduction of appraisal in decision making. 

 

Bradley (1989) suggests that for some teachers an accurate, balanced self-

review might be difficult because they find it easier to be self-critical than to be 

positive about their strengths. Grice and Hanke have warned against some of the 

problems which can arise in the classroom observation of a teacher. They note that 

an appraiser in the classroom may disturb patterns of relationships between students 

themselves: “An observer however skilful will be alien to the regular pattern of 

classroom relationships and could affect the normal running of classroom events” 

(Grice and Hanke, 1990: 42). They argue that any observation or even a number of 

observations may be unrepresentative sampling of teacher and student behaviour. 

They refer to one of the more sinister aspects of teacher appraisal as follows: 

 
       
      Appraisal should lead to the most promising and effective teachers being 
identified for timely promotion with those encountering professional difficulties 
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being promptly identified for appropriate counselling, guidance and support and 
where such assistance does not restore performance to a satisfactory level with the 
teacher concerned being recommended for retirement or dismissal. (Grice and 
Hanke, 1990: 43) 
 

 

Grice and Hanke believe that this approach would not inspire the confidence 

or the trust which are so essential for the successful use of staff appraisal. But on the 

positive side, there are also reports which suggest guidelines for tackling these 

difficulties. Hancock and Settle have attempted to provide a practical guide to help 

teachers review their own performance at work. They have presented exercises, 

activity sheets and questions to facilitate this task (Hancock and Settle, 1990) 

 

Warwick has offered guidelines for good practice for review interviews, 

which should be: ‘regular, informal, frank, two-way, individual, confidential, 

positive, constructive, productive and supportive’ (Warwick, 1983). 

 

Successful interviews are those thoroughly prepared by both the interviewer 

and the interviewee. They begin well, continue well and end well. After putting the 

interviewee at ease and establishing rapport, this good beginning can be continued by 

keeping to the agenda: 

• the job description, 

• the targets set at the previous review meeting, 

• achievements and failures and the reasons for them, 

• the agreement of future objectives and training if appropriate. 

A good interview ends well. Both interviewer and interviewee are satisfied that: 

• all aspects of the staff member’s work have been discussed; 

• an overall evaluation has been agreed; 

• objectives/targets have been agreed for the next review period; 

• training and other resources where necessary have been offered to achieve 

goals. 
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Training 

              It is a good organizational source to link the review or appraisal system to 

in-service training provision so that appropriate opportunities are offered for 

continuing staff development. Information, advice and support must be readily 

available to staff through individual, team and whole school approaches. These 

included: 

• the availability of a professional tutor for all members of staff to discuss 

issues such as the development of classroom management and control skills, 

opportunities to observe colleagues or visit other schools, discussion of 

INSET and career opportunities and help with letters of application and 

interview techniques; 

• the accessibility of information relating to courses, current educational issues 

and training opportunities; 

• an open invitation to join working parties related to school policies; 

• faculty in-service training, with head of faculty taking the responsibility for 

developing individual teachers’ in-service needs; 

• year team in-service training, where year heads encourage the development of 

the team’s pastoral skills; 

• management in-service training for heads of curriculum / year / faculty and 

senior managers; 

• whole school in-service training, including staff meetings and conferences. 

 

Important recommendations for the continuing professional development of staff 

support were made by the technicians: 

• time should be available for technicians to meet; 

• there should be opportunities for technicians and support staff to give 

presentations; 

• needs should be anticipated by careful pre-planning; 

• there should be an opportunity to attend staff meetings; 

• there should be a development program for support staff; 

• there should be a recognition of personal time / space by others; 

• there should be more consultative time; 
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• there should be more opportunities for consultation with members of the 

executive (Poster and Poster, 1993). 

 

The following recommendations were made by the administrative staff: 

• non-teaching staff should have equal status with teaching staff; 

• staff meetings should be attended by all categories of staff; 

• there should be better liaison between staff; 

• the office should give a presentation of available services;  

• teaching staff should recognize the space and time belonging to 

administrative staff; 

• administrative deadlines should be met; 

• there should be a development plan for support staff; 

• training should be given in the technology and assertiveness; 

• there should be INSET for support staff. 

  

The opportunities for developing these skills suggested by the writing team 

can be found in the school, around the school and beyond the school. Different 

menus of activities four teachers at the four main levels of incentive allowance 

holder, curriculum leader, deputy head-teacher in the primary phase are 

recommended, depending on whether they are in the induction, consolidation or 

further development phases of their appointment. An example of the menus for an 

incentive allowance holder is given in Table 2.25. 
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 Table 2.25  

Opportunities for developing management skills (Huberman, 1995) 

Incentive 

allowance holder 
In the school Around the school Beyond the school 

 

Induction      Identifying priorities 

and an agenda for 

action; negotiating and 

agreeing this with the 

team and with senior 

staff 

 

Discussing the role  

with other coordinators 

in the school                     

Attending INSET on 

curricular development 

and the management role 

of curriculum 

coordinators 

Consolidation Planning and leading 

team meetings; 

arranging the agenda 

and minutes; writing 

and presenting papers 

for discussion 

Sharing the day-to-day 

management of the 

school                               

Conducting action 

research in own school, 

possibly using distance 

learning materials 

Further 

development   
Exchanging tasks with 

a peer with different 

responsibilities    

Shadowing a colleague 

to broaden management 

experience 

Seeking a short industrial 

placement through the 

Teacher Placement 

Scheme 

 

 

The guidelines for self-directed management development program at the 

four levels of incentive allowance holder, curriculum leader, deputy head-teacher and 

head-teacher could be useful for appraisal, in the identification of training needs and 

in keeping a cumulative record of widening managerial experience which could be 

used as part of job applications. 

      

There are two interesting innovations in training which are available for 

teachers. One of these is distance learning. The advantages claimed for this approach 

to management development include: 

• flexibility in learning times and places for hard-pressed school staff; 

• direct support to school, focused action, learning through collaborative 

project work, etc; 
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• effective and efficient use of scarce specialist expertise; 

• bringing management development closer to the school and helping to make 

it more widely available at a realistic cost. (Glatter, 1993: 126) 

 

Another innovative approach is the use of interactive videos. These can play 

an important part in approaches to management development which emphasize a 

greater use of training rather than external courses. According to Bowring-Carr, 

“Interactive video is a powerful medium for learning because it combines the 

advantages of conventional video with the power and flexibility of the 

computer” (Bowring-Carr, 1993: 131).  

     

As formal appraisal systems are being increasingly introduced into 

institutions, your level of preparedness for your own appraisal will help to ensure 

that you benefit as much as possible from the exchange of views. Being well 

prepared means not only that you show yourself in a good light, but also that you 

have taken time to reflect on your work in an organized way and bring to the 

appraisal the information and insights gathered from this reflection. As a result, you 

are more likely to get a good hearing and not to repeat any negative experiences you 

may have had before. 

 

Self-appraisal is an essential part of the effective teacher’s way of working. 

The process of reflecting on performance: definition of objectives; analysis of 

outcomes; checking outcomes with objectives; re-thinking content and method of 

approach; and talking about teaching and learning with teachers and students, makes 

for better performance. Self-appraisal prepares the appraise to be in a stronger 

position to enter the appraisal process supported by clearer insights into the quality of 

personal worth and understanding of personal and professional development needs. 

 

              The formal appraisal process in turn benefits from this information and in 

return creates the necessary structure of relating self-perception to the perception of 

others, thereby reinforcing shared perceptions and challenging differences in 

perception. Schools’ formal appraisal systems also provide the rigor of required 
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attention to needs in stated time frameworks. The process is both the sharp edge of 

professional judgment on performance and the source of professional support for 

growth and development. 

      

Personal aims and objectives relate essentially to both processes. They 

provide a clear statement of personal expectations and aspirations as part of the 

formal appraisal process. They inform the appraise in so far as they give insight into 

the match or mismatch with the teacher’s current level of performance and hence 

assist the appraiser in helping the appraisee to gain an accurate picture of their 

potential and future capacity for greater responsibility. Statements of aims and 

objectives also provide necessary guidelines for self-appraisal and act as a source of 

drive and motivation for the appraisee. 

      

In return self-appraisal supports the growth of self-confidence to reassess 

personal aims and objectives if they are too limited or to accept them when they are 

truly challenging. The formal appraisal process, in the hands of a skilled and 

sensitive appraiser, further assists the appropriate adjustment or personal aims and 

objectives by helping us to see more clearly how others see us and value us.” 

(Hancock and Settle, 1990: 54) 

 

Formal evaluation 

              Informal evaluation is usually initiated by teachers themselves for the more 

effective management of their own classrooms. Formal evaluations on the other hand 

are more likely to involve outside parties and the purposes while ultimately aimed at 

improving the effectiveness of individual classrooms, are generally aimed beyond 

individual classrooms. Such purposes might include one or more of the following: 

• To demonstrate the effectiveness of a curricular innovation such as a new 

teaching method or way of grouping learners 

• To provide evidence to funding authorities that their money has been spent 

• To determine whether additional resources are needed in a particular school 

district 
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• To act as a basis for the reorganization of an institution or educational 

organization 

 

Evaluation involves the collection and interpretation of information about 

teaching and learning for decision-making purposes. Information collected for formal 

evaluations is invariably written down in some shape or form. Informal evaluations, 

although they will generally involve written data, may very well utilize data that do 

not appear in written records. 

      

The term ‘evaluation’ is sometimes used interchangeably with ‘assessment’ 

as the following quote shows: 
 

      Evaluation may be defined as a systematic process of determining the extent 
to which instructional objectives are achieved students. There are two important 
aspects of this definition. First, note that evaluation implies a systematic process, 
which omits casual, uncontrolled observation of students. Second, evaluation 
assumes that instructional objectives have been previously identified. Without 
previously determined objectives it is difficult to judge clearly the nature and 
extent of student learning. (Hancock and Settle, 1990: 65) 

 

It would seem that evaluation is the systematic attempt to measure what 

students can do in relation to what curricular objectives say they ought to be able to 

do. When talking about what students can and cannot do, the term ‘assessment’ is 

preferred. 

 

Evaluation by Others  

              In addition to self-evaluation, teachers should take the opportunity of being 

evaluated by others from time to time. For many teachers, external supervision and 

evaluation are mandatory aspects of their terms of employment. Others are never 

evaluated. External evaluation, particularly when it is for purposes of certification or 

continued employment can be extremely threatening. In fact, it may well be the most 

anxiety-creating situation the teacher is ever likely to face. 

 

For those teachers who have the courage, as well as the opportunity, to 

invite evaluation by others, the experience can be rewarding and can be a valuable 
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opportunity for professional growth. The value of the exercise will be enhanced if the 

evaluator or critical friend has skills and experience, not only as a language teacher, 

but also as a supervisor. Such a person should also be aware (or be made aware) that 

to be useful an evaluation, the process should indicate what the teacher is doing well 

as well as pointing out areas where there is room for improvement. 

 

Self and Peer Assessment 

 

A starting point for any investigation into a teacher’s own teaching must be 

a willingness to examine critically what s/he is doing. This might stem from a sense 

of personal dissatisfaction with what s/he is doing at a particular time, a feeling that 

things could be better. It may also be precipitated by the comments or reactions of 

his or her learners. It may even be a case of feeling that, in fact, everything is fine 

and s/he is simply coasting through his/her work, doing it reasonably successfully, 

with reasonable happy learners, but that s/he is in a rut of some kind.  

 

Self and peer assessment are indispensable to any developmental approach. 

They can be used as  part of a formal appraisal, as a way of evaluating performance 

for grade or award giving, as a way of starting a feedback session following 

observation or team teaching or as  part of an ongoing teacher development program 

in which they play an important role in raising awareness. 

 

Some aims of self and peer assessment might be: 

• to affirm the validity of the individual’s subjective experience no matter 

whether things have gone well or not as the only starting point they have. 

• to help the individual to make sense of his or her own experience, to stand 

back from it and to see it from outside. 

• to enhance the individual’s capacity to become more self-aware and more 

self-directing. 

• to create conditions which allow the supervisor or colleague to add their 

assessment by building it onto the individual’s self-assessment (Scriven, 

1981). 
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Teachers can observe and assess one another, depending on the following sources for 

gathering evidence: 

1. Own observations, feelings, experiences 

2. Own journals, letters 

3. Video and audio recordings, photos 

4. Observation by others and their feedback 

5. Talking with colleagues and others 

6. Feedback from learners, spoken and written 

7. Self-assessment questionnaires 

8. Performance in TD activities in groups. Feedback from group members. 

       (Underhill, 1995) 

 

Effective Self-Monitoring 

              Self-monitoring is a way of being systematic about observing how you teach 

and what you would like to do differently. Jack Richards has wide experience of 

working on teacher development programmes with language teachers around the 

world. He reports that teachers who are accustomed to self-monitoring are able to 

improve their own understanding and management of teaching far more effectively 

than those who submit themselves only to external assessment. These are his 

guidelines for effective self-monitoring: 

 

1. Decide what aspect of your teaching you are interested in learning more about or 

you wish to improve. What are your strong and weak points? Are there areas of 

your teaching that you would like to know more about? Find out where you are in 

your professional development by reflecting on problems you may be having 

with specific aspects of your teaching, by reviewing supervisors comments and 

student evaluations, by inviting a colleague to view your teaching in order to 

offer suggestions or by reviewing current issues in the literature and considering 

how they relate to your own teaching. You may discover that you are in a poor 

classroom manager, that you make poor use of the blackboard, or that you spend 

too much class time on nonessentials. These are virtually no areas of teaching 

that they cannot be improved through self-monitoring. 
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2. Narrow your choices to those that seem most important to you. In order to make 

effective use of self-monitoring techniques it is necessary to focus on one area at 

a time. 

3. Develop a plan of action to address the specific problem area you have identified. 

Which of your behaviours will you attempt to change? What effects will these 

changes in your behaviour have on student behaviours? 

4. Draw up a time frame to carry out your goals. You may decide to give yourself a 

week or two to try out new approaches and then monitor yourself to discover the 

effectiveness of the strategies you have chosen. Decide on the self-monitoring 

procedures you will use. Check ... to see if you have been successful in 

modifying the behaviours you have wanted to change.” 

      (Richards and Nunan, 1990: 129-30) 

 

Using Video and Audio Recording 

              For self-assessment purposes, the most reliable way to record what actually 

happens during a lesson is to make a video or audio recording. Audio recording is 

much simpler to set up, in that it is simply a matter of placing a tape recorder in a 

position where it can capture the spoken interaction that occurs in class – a non-

directional microphone on the teacher’s desk seems to work well, especially if you 

are particularly interested in the nature of teacher-student exchanges. Even so, it is a 

good idea to make several recordings over one or two weeks so that you can choose 

the best one for closer attention. Video has the advantage of recording non-verbal as 

well as verbal behaviour and of revealing aspects of classroom activity which 

normally remain hidden to the teacher. Because both teacher and students often 

initially resist being video-recorded, it can be a good idea to explain to the students 

what the recording will be used for and who will see it. Perhaps you could even get 

them to help you make it, for example by asking a student to operate the camera.  

 

Supervision 

 

Supervision of student teachers and practicing teachers is a collective 

responsibility for all teacher educators. This is a task that includes the subject 
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teacher, the teacher in pedagogic theory and the actual supervisor in practice. 

Moreover, every teacher education college or institution has to develop a plan for 

supervision, which has to be revised each year. These institutions set out a rather new 

philosophy about collective responsibility for student mentoring. For some teacher 

education colleges these guidelines merely confirm existing practice, but for the 

majority they imply a new situation. 

 

As ESL professionals, it is likely that most of them have experienced 

teacher supervision, either as a supervisor being supervised or as an outside observer. 

The roles a supervisor played: 

• to direct or guide the teacher’s teaching, 

• to offer suggestions on the best way to teach, 

• to model teaching, 

• to advise teachers, 

• to evaluate the teacher’s teaching. 

 

Gebhard (1990) has presented six models of supervision: 

• directive, 

• alternative, 

• collaborative, 

• nondirective, 

• creative, 

• self-help-explorative. 

 

Gebhard’s main objective is to show that the supervisor can do more than 

that, as the six models he presents. He considers the first model as the one that has 

traditionally been prevalent with some serious limitations, while the other five 

models represent alternative ways of defining the role that the supervision can play 

(1990). 

 

              Directive supervision 

              In directive supervision the role of the supervisor is to: 
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• direct and inform the teacher, 

•  model teaching behaviours, 

• evaluate the teacher’s mastery of defined behaviours. 

 

There are at least three problems with directive supervision: 

• there is a problem of how the supervisor defines ‘good teaching’. 

• this model may give rise to feelings of defensiveness and low self-esteem on 

the part of the teacher. It can make teachers see themselves as inferior to the 

supervisor and this can lower their self-esteem. 

• there is the problem of assigning ultimate responsibility for what goes on in 

the classroom. A prescriptive problem with directive supervision is that a 

prescriptive approach forces to comply with what the supervisor thinks they 

should do and this keeps the responsibility for decision making with the 

teacher educator instead of shifting it to the teacher. 

 

              Alternative Supervision 

In contrast with directive supervision, there is a way to direct teachers 

without prescribing what they should do. In this model, the supervisor’s role is to 

suggest a variety of alternatives to what the teacher has done in the classroom. 

Having a limited number of choices can reduce teachers’ anxiety over deciding what 

to do next and yet it still gives them the responsibility for decision making. Freeman 

(1982) points out that alternative supervision works best when the supervisor does 

not favour any one alternative and is not judgmental. The purpose of offering 

alternatives is to widen the scope of what a teacher will consider doing. 

 

Fanselow (1990) offers suggestions about how alternatives can be used 

to guide the beginning teacher. One way is to have teachers try the opposite of 

what they usually do. For example, if students read silently, the teacher can 

generate a lesson in which students read aloud to the whole class or in pairs. 

Another way is to duplicate inside the classroom what goes on outside the 

classroom setting. For example, the teacher can have students stand up when 
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conversing. The aim, as Fanselow makes clear, is for teachers to try alternative 

behaviours and to pay attention to the consequences. 

 

Collaborative Supervision 

              Within a collaborative model the supervisor’s role is to work with teachers 

but not direct them. The supervisor actively participates with the teacher in any 

decisions that are made and attempts to establish a sharing relationship. Cogan 

(1973) believes that teaching is mostly a problem-solving process that requires a 

sharing of ideas between the teacher and the supervisor work. The teacher and 

supervisor work together in addressing a problem in the teacher’s classroom 

teaching. They pose a hypothesis, experiment and implement strategies that appear to 

offer a reasonable solution to the problem under consideration. 

 

A number of questions shown below should be asked in a positive, 

interested and non-judgemental way:  

• What did you think of the lesson? 

• How did it go? 

• Did you meet your objective? 

 

Then the supervisor could more easily understand his or her ideas, the 

problems s/he faces in the class and his or her objectives. It will be possible for the 

supervisor: 

• to have input, 

• to make suggestions, 

• to share experience. 

 

              It is worth mentioning that although the ideals of equality and the sharing of 

ideas in a problem-solving process can be appealing, the ideal and the real are 

sometimes far apart. Not all teachers are willing to share equally in a symmetrical, 

collaborative decision-making process. 
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Nondirective Supervision 

              The essence of nondirective supervision is captured in the following 

observation by a teacher-in-preparation: “My supervisor usually attempts to have me 

come up with my own solutions to teaching problems, but she isn’t cold. She is a 

giving person and I can tell that she cares. Anyway, my supervisor listens patiently to 

what I say and she consistently gives me her understanding of what I have just said” 

(Richards and Nunan, 1990: 160). The same teacher also expressed the consequences 

of this type of supervision for her when she added, “I think that when my supervisor 

repeats back to me my ideas, things become clearer. I think this makes me more 

aware of the way I teach – at least I am aware of my feelings about what I do with 

my students.” An understanding response made by supervisors is a recognized 

version of what the speaker has said. In supervision, the supervisor does not repeat 

word-for-word what the teacher has said but rather restates how he or she has 

understood the teacher’s comments. 

 

Creative Supervision 

              The creative model encourages freedom and creativity in at least three ways. 

It can allow for:  

1. a combination of supervisory behaviours from different models, 

2. a shifting of supervisory responsibilities from the supervisor to other sources, 

3. an application of insights from other fields that are not found in any of the 

models. 

 

To start with, working with only one model can be appropriate, but it can 

also be limiting. Sometimes a combination of different models or a combination of 

supervisory behaviours from different models might be needed. For example, 

Freeman (1982) selects a particular supervisory approach according to the type of 

information the teacher is seeking. If new teachers are trying to find out ‘what’ to 

teach, he uses a directive approach. If they want to know ‘how’ to teach, he uses an 

alternative approach. If they want to know ‘why’ they teach, he uses a ‘nondirective’ 

approach. 
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              A second way that a creative model of supervision can be used is to shift 

supervisory responsibility from the supervisor to another source. For instance, 

teachers can be responsible for their own supervision through the use of teacher 

centres.  Teacher centres are places where teachers can go to find answers to 

questions, use resources and talk about problems with other teachers or special 

consultants or supervisory experts. Rather than the supervisor going to the teachers, 

the teachers can go to the teacher centre. Another way to shift responsibility away 

from the supervisor is to have peer observation, where fellow teachers observe each 

other’s classes. In this case, there is no supervisor. 

 

A third way that creative supervision can be used is through the application 

of insights from other fields which are not found in any models. For example, some 

teacher educators have adapted observation systems originally developed for 

research. 

 

The application of observation systems has been a valuable asset to 

supervisors. It allows them to describe rather than prescribe teaching and observation 

systems provide a means through which teachers can continue to monitor and study 

their own teaching. 

 

Self-Help-Explorative Supervision 

              The self-help-explorative model of supervision is an extension of creative 

supervision. The emergence of this model is the result of the creative efforts of 

Fanselow (1990), who proposes a different way to perceive the process that teachers 

go through in their development, one that provides opportunities for both teachers 

and supervisors to gain awareness of their teaching through observation and 

exploration. The visiting teacher or supervisor is not seen as a ‘helper’, but as a more 

experienced teacher, who is interested in learning more about his or her own teaching 

and instils in teachers the desire to do the same. The aim is for both the visiting 

teacher and teacher to explore teaching through observation of their own and others’ 

teaching in order to gain an awareness of teaching behaviours and their consequences 

as well as to generate alternative ways to teach. 
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The goal to see teaching differently is achieved not because the supervisor 

has helped the teacher to do so, but because the teacher has discovered a way to view 

his or her own teaching differently through self-exploration. The aim is likewise for 

teachers, including the visiting teacher to construct and reconstruct teaching based on 

awareness gained from observations of teaching. As Fanselow states, “When we 

observe others to gain self knowledge and self-insight and when we generate our 

own alternatives based on what we see others do, we construct our  knowledge” (p. 

184). 

 

As a part of the awareness-generating process, teachers visit each other’s 

classes or gather to observe a fellow teacher’s class in progress. During these 

observations teachers take notes in order to capture what is going on. Teachers 

audiotape their own teaching or have their teaching videotaped. These tapes are later 

used as a way for teachers to study their teaching alone or with other teachers. In 

order to study the interaction in the classrooms they observe on tape, teachers take 

notes or make short transcripts from segments of the tapes. 

 

              Teachers practise describing the teaching they see rather than judging it. 

Language that conveys the notions of good, bad, better, best or worse is discouraged, 

because judgements impede clear understanding. Judgements are also avoided 

because there is little proof that any one way of teaching is more effective than 

another. 

 
 

2.11 Teacher Education and Development at Turkish Universities 
 
 
 

 Initial or Pre-service Teacher Education 

 

Prospective teachers are educated in a variety of faculties, ranging from 

faculty of education to faculty of literature or linguistics or translation. A number of 

programmes are applied at Turkish universities, where student teachers major in their 

own fields. 
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They get a four-year education and they are awarded a BA in ELT, having 

graduated from university. While non-native speakers of English have to attend 

university for at least four years, native speakers can qualify as teachers with either 

one-month TEFL certificates or diplomas they have obtained.  

 

Model-based teacher education model which is an input-output system is 

widely applied in teacher training faculties, where student-teachers are supposed to 

imitate teacher educators or use the knowledge they have been transmitted by teacher 

trainers. 

 

              In the first two years, student teachers who get a place at university take 

courses to help improve their English such as creative writing, academic or advanced 

reading, speaking and listening as well as grammar and pronunciation. In the third 

and fourth years, they take courses relevant to pedagogy, linguistics, translation and 

literature all of which require different specialities.   

 

 

Teacher Educators 

 

Teacher educators employed at universities come from different 

backgrounds. While some of them are experts on educating student-teachers and 

keep abreast of what is happening in the world, others adopt traditional roles as 

teacher educators. 

 

              Teacher educators play a key part in success and failure of instructors of 

English. The academics educating or training student-teachers are most likely to 

make a great difference in the lives of prospective teachers. In other words, future 

teachers will reflect their education provided at universities on their learners in the 

classroom. 

  

              Teacher educators or trainers are supposed to be fully equipped so that they 

can provide a good education for future teachers. They need to satisfy the needs of 
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student-teachers. For this reason, they should be able to keep up with the latest 

developments in their field. While some of them succeed in preparing student-

teachers for their career, others fail to teach them how to teach. They educate 

student-teachers in the way how they have been trained. To put it another way, how 

they educate is a reflection of how they are trained. 

 

              Not only should they cooperate with each other but they should also keep in 

contact with their foreign colleagues. This will give them a chance to learn a great 

deal from each other and to broaden their horizons. Student-teachers should be 

educated or trained by professionals.    

 

              They should also be given a chance to attend international and national 

conferences or seminars, where professional teacher trainers or educators gather to 

discuss current issues in ELT.  

 

Student-Teachers 

 

How do student-teachers choose to become instructors of English? There 

are a lot of steps they need to take before entry into the teaching career. They must 

take the university entrance exam which assesses their passive language knowledge. 

The exam administered for prospective teachers differs from other internationally 

recognised exams like TOEFL or IELTS. Even though they have passed the 

university entrance exam, they can not use English appropriately, accurately and 

fluently. 

 

Future teachers who have chosen to specialise in ELT come from various 

backgrounds. They possibly graduate from schools with an English medium 

education, in which they have been learning English for at least four years as many 

of them are expected to attend preparatory school before high school. Alternatively, 

some student-teachers do an English course and then they decide to major in ELT at 

universities.  
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Undergraduates in developed countries spend two third of their time 

practising teaching at schools to improve teaching. Also, they take a year off and the 

government provides them with grant to do an English course in an English-speaking 

country. This will facilitate them to have a good command of English or better 

knowledge of the subject. 

 

Programme or Syllabus 

 

The programme or syllabus used in teacher training institutions should 

prepare student-teachers for their career.  What should instructors of English be able 

to do and what skills should they gain? Consequently, the programme should equip 

student-teachers with knowledge of the subject, pedagogic knowledge and general 

pedagogic knowledge. 

 

              The education student-teachers get at Turkish universities is theory-based. 

This sort of education does not supply prospective teachers with the necessary 

requirements in the workplace. Future teachers, therefore, face many problems in 

their job. For instance, they have trouble managing the classroom or providing best 

practice or effective teaching. 

 

              What teacher educators understand from educating student-teachers is to 

transmit knowledge. Knowledge transmission depends on transfer of knowledge and 

skills.  Yet, a new trend in teacher education has emerged lately. Teacher education 

has moved from this view of knowledge transmission to knowledge construction in 

which student-teachers build their own understanding of language teaching through 

their experience by integrating theory, research and practice with enquiry and 

reflective classroom practice. 

 

However, most of the programmes in Western countries either BA or MA or 

certificate are outcome-based. There is really a possibility of receiving a well 

rounded education dependent on practice. 
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In-service Teacher Education and Training 

 

In-service teacher education and training courses are not organized at state 

universities. However, such foundation universities as Yeditepe, Bilkent, Koç and 

Sabancı open INSET courses for their instructors of English to improve their 

teaching. 

 

Yeditepe University, which is one of the largest foundation universities in 

Turkey, employs many inexperienced teachers as the university administration 

considers teacher development important. Sabancı University also holds refresher 

courses on modern teaching methods despite the employment of the experienced 

academic staff, which suggests that this university has an effective language policy. 

 

Although teachers recognise the need to continue their personal 

development, they have little interest in in-service training. As a result of this, 

INSET programmes should be renewed and modernised so that they can meet 

practising teachers’ needs. 

 

 

Post-Graduate Programmes 

 

Both state and foundation universities open Master of Arts in various 

aspects of English, ranging from ELT or translation to linguistics, methodology and 

American or English literature. For example, for over ten years, Bilkent University 

has been holding MA in ELT for those who are employed as instructors of English at 

universities. There is a lot of demand for this refresher course.  

 

             Whereas instructors of English are willing to do an MA in ELT at some state 

and foundation universities, other foundation universities can not attract as many 

candidates as they want. For instance, although İstanbul Kültür University organises 

an MA in English literature, not many candidates apply for a programme like this 
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since they may not find the programme effective. On the other hand, over fifteen 

candidates are admitted to Yıldız University for MA in ELT every year. 

 

Professional Development 

Instructors of English adopt a negative attitude towards professional 

development on the basis of the findings of questionnaire conducted at universities. 

Indeed, instructors of English at universities do not consider teacher development 

important. For example, most of them do not approve of observing one another in 

process of teaching although peer observation is quite important. They fear that they 

will be misevaluated by their colleagues. They do not also like to cooperate with 

each other. This indicates that they do not have a team spirit or they see themselves 

as an independent agent functioning alone. 

 
Job Opportunities 

 

There are many job opportunities for non-native teachers of English in 

Turkey. While some of them prefer to work in the private sector, others are 

employed in the state sector. Most of English teachers would like to hold a teaching 

position at universities after graduation. As a result of this demand, teaching at 

universities has recently been one of the most promising and rewarding jobs in the 

sector. 

 

There are many reasons why instructors of English would rather find a job 

with universities. In the first place, they hope to reach a good status in the society. In 

addition, they expect that they will be satisfied with their job or gain enough job 

satisfaction. They also assume that there are chances of promotion as they may take 

on different roles or appointed to a higher position. Moreover, they feel that they will 

be better paid at universities especially at foundation universities as the pay is usually 

satisfactory.  
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Teachers at Foundation and State Universities 

 

What teachers of state and foundation universities have in common is that 

they are not satisfied with their initial or pre-service teacher education they have 

received. They hold that they have not received a well rounded education and 

therefore, they can not provide effective teaching or best practice. 

 

For example, instructors of English at both foundation and state universities 

do not have much confidence in their subject and pedagogic knowledge. This finding 

implies that the teachers are poorly-equipped and teacher training institutions can not 

equip practising and prospective teachers for their future career.  

 

They also hold traditional teacher education models responsible for failure 

in their career. For this reason, they support the view that they should have been 

educated through progressive teacher education models like constructive teacher 

education model, which facilitates teachers to construct their own teaching style or 

philosophy. 

  

They both agree that experience is insufficient as a basis for development. 

What they mean is that there should be a starting point to lead them to improve their 

teaching. 

 

Moreover, they do not consider INSET very fruitful or useful. It is widely 

argued that INSET programmes can not satisfy the needs of teachers and standards of 

INSET should be raised. 

 
             Furthermore, neither of them participates in seminars or conferences due to 

the fact that they do not think of them to be very useful. 

 
             On the other hand, they differ from each other in many respects. A striking 

example of this is whereas teachers at foundation universities are more professional 

in attitude than those of state universities. 
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Besides this, although foundation universities provide teachers with 

refresher courses on modern teaching methods, state universities do not have a 

teacher development policy.  
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CHAPTER THREE 

 

METHODOLOGY 

 
3.1 Purpose of the Study 

 

The aim of this study is to examine, analyse and assess the results of a 

questionnaire in which the 250 instructors of English at universities were asked about 

whether they were satisfied with their initial or pre-service education they had 

received and their attitudes towards teacher learning or development. 

 

 

3.2 Method of the Research 

 

This research is a descriptive study which has aimed to compile knowledge 

about second or foreign language teacher education, initial or pre-service teacher 

education and professional development. However, this sort of investigation which is 

intended to be objective, using mostly data, that can be accurately measured or 

counted, has both a quantitative and inductive approach.   

 

              Scope and Sample 

The Instructors of English teaching at both foundation and state universities 

in İstanbul were selected, using a stratified sampling procedure as different 

categories of people are represented (e.g. an equal number of men and women, so 

many teachers from each university). 

 

The scope of this study forms instructors of English at universities in 

İstanbul and consists of 250 instructors of English.  
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Table 3.1 

List of sampling: foundation universities 

 

No Name of foundation university Number of respondents 

1 Maltepe University 7 

2 İstanbul Ticaret University 12 

3 Işık University 10 

4 Haliç University 3 

5 Fatih University 9 

6 Doğuş University 4 

7 Bilgi University 18 

8 Bahçeşehir University 15 

9 Yeditepe University 36 

10 Fatih University 6 

Total  120 

 

 

Table 3.2 

List of sampling: state universities 

 

No Name of state university Number of respondents 

1 Marmara University 27 

2 Galatasaray University 17 

3 Bogaziçi University 23 

4 İstanbul University 19 

5 İstanbul  Technical University 21 

6 Yıldız University  16 

7 Mimar Sinan University 7 

Total  130 
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              Data Gathering Procedures 

The data gathered in this study was obtained by means of a questionnaire 

conducted at universities. This questionnaire was designed originally to examine 

teachers’ satisfaction with their pre-service education and attitudes towards 

professional development. 

 

             The questionnaire is made up of two parts. 

             Parts of questionnaire             Number of questions 

• Initial or pre-service teacher 

education 

13 

• Teacher learning or 

development & professional 

development 

27 

 

Teachers at universities are presented with statements covering different 

aspects of pre-service education to find out teachers’ satisfaction with pre-service 

education and attitudes towards professional development. This questionnaire 

designed according to likert scales contains five choices to choose from. 

 

 

1 Strongly agree 

2 Agree 

3 Neutral 

4 Disagree 

5 Strongly disagree 

 

The reliability and validity of this questionnaire in which the seventy instructors of 

English working at İstanbul University, İstanbul Technical University and Yeditepe 

University  were questioned were carried out before the questionnaire was 

conducted. Its alpha reliability coefficient value was calculated as 0.567. 
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CHAPTER FOUR 

 

FINDINGS AND COMMENTS 
 

The data included in this report was gathered by means of the questionnaire in which 

the 250 instructors of English were questioned.  

 

Table 4.1 

I feel that pre-service teacher education is not satisfactory. 

VAR00001

83 33,2 33,2 33,2
77 30,8 30,8 64,0
47 18,8 18,8 82,8
32 12,8 12,8 95,6
11 4,4 4,4 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.1 

I feel that pre-service teacher education is not satisfactory. 

 

Most teachers claim that the pre-service education they have received should be 

modernised and renewed, which is shown by the fact that sixty-four percent of those 

 

4,4% 

12,8% 

18,8% 

30,8%

33,2%

I strongly disagree
 
I have no idea

Neutral

I agree

I strongly agree



 
 

 
 

295

surveyed said they were not satisfied with initial teacher education although a small 

proportion of instructors replied they were pleased with it.    
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Table 4.2 

I am confident in my range of subject knowledge. 

Statistics

VAR00002
250

0
2,7600
2,6746a

2,00
1,27629
1,62892

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00002

47 18,8 18,8 18,8
71 28,4 28,4 47,2
55 22,0 22,0 69,2
49 19,6 19,6 88,8
28 11,2 11,2 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure I2.2 I am confident in my ra 
 
 
 
Figure 4.2 

I am confident in my range of subject-knowledge. 
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A large number of teachers maintained that they were confident in their subject-

matter or domain knowledge and thirty percent of the respondents said they were 

lack of confidence in their subject-matter knowledge. This suggests that some of 

them may have received a good quality education while others are not satisfied with 

their domain knowledge. This also shows that the education they get is 

unsatisfactory.   
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Table 4.3 

Pedagogic content knowledge is a must. 

 
 

VAR00003

112 44,8 44,8 44,8
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30 12,0 12,0 96,4

7 2,8 2,8 99,2
2 ,8 ,8 100,0

250 100,0 100,0
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3,00
4,00
5,00
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Cumulative
Percent

 

  
Figure 4.3 

Pedagogic content knowledge is a must. 
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Statistics 
VAR00003 

250
0

1,7520
1,6540a

1,00
,83263
,69327

1,00
5,00

Valid 
Missing 

N
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Std. Deviation
Variance 
Minimum 
Maximum 

Calculated from grouped data.a. 
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By far the largest number of those surveyed responded positively to the idea of 

pedagogic content knowledge even though a small minority of those questioned 

thought that pedagogic knowledge did not play an important part in effective 

teaching. This fact implies that no one can provide students with best practice 

without pedagogic content knowledge. 
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Table 4.4 

Future teachers should be educated through progressive teacher education 

models in contrast with behaviouristic model-based learning. 

Statistics

VAR00004
250

0
2,6440
2,5912a

2,00
,98036
,96111

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00004

26 10,4 10,4 10,4
91 36,4 36,4 46,8
90 36,0 36,0 82,8
32 12,8 12,8 95,6
11 4,4 4,4 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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Figure 4.4 Future teachers should be educated through progressive teacher 

education models in contrast with behaviouristic model-based learning. 

 
A significant percentage of those who responded expressed no opinion or interest in 

teacher education models. Similarly, over one third of teachers interviewed chose to 

be educated through progressive teacher education models, which indicates that 

teachers are against traditional models of teacher education depending on input-

output or transmission of knowledge.  
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                                                    Table 4.5 

I give the general grammatical rule; then I write examples of the rule on the 

board. 

Statistics

VAR00005
250

0
2,8880
2,8227a

2,00
1,18705
1,40909

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00005

30 12,0 12,0 12,0
74 29,6 29,6 41,6
67 26,8 26,8 68,4
52 20,8 20,8 89,2
27 10,8 10,8 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
 

Figure 4.5  

I give the grammatical rule; then, I write examples of the rule on the board. 
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Almost half of those asked felt that they preferred to teach grammar deductively 

while thirty percent of teachers were for teaching grammar inductively. Generally 

speaking, teachers at universities still keep teaching grammar wrong. 
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Table 4.6 

I always teach to the book. 

Statistics

VAR00006
250

0
2,3400
1,9799a

1,00
1,40009
1,96024

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
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Maximum

Calculated from grouped data.a. 
 

VAR00006

104 41,6 41,6 41,6
45 18,0 18,0 59,6
37 14,8 14,8 74,4
40 16,0 16,0 90,4
24 9,6 9,6 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.6  

I always teach to the book. 
 

Most teachers do not see textbooks as a means of teaching English. On the contrary, 

they think textbooks are at the centre of teaching/learning process, which is 

illustrated by the fact that sixty percent of teachers preferred to teach to the book. 
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Table 4.7 

I can not use time effectively. 

Statistics

VAR00007
250

0
3,4680
3,6226a

5,00
1,35066
1,82427

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00007

26 10,4 10,4 10,4
41 16,4 16,4 26,8
50 20,0 20,0 46,8
56 22,4 22,4 69,2
77 30,8 30,8 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 

 
Figure 4.7 

I can not use time effectively. 
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Half of those questioned replied that they could use their time wisely whereas one 

fifth of participants said they had difficulty with it. It is generally felt that teachers 

spend time in and outside the classroom sensibly. 
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Table 4.8 

The system is not relevant to the needs of students. 

Statistics

VAR00008
250

0
2,1840
2,0438a

2,00
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5,00

Valid
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Calculated from grouped data.a. 
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Figure 4.8 

The system is not relevant to the system. 
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The majority of participants who were questioned stated that the system was not 

relevant to needs of students. However, the minority of teachers believed the system 

was tailored in accordance with learner needs. This fact suggests that the programs 

followed can not satisfy students’ needs.  
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Table 4.9 

Students’ errors should be corrected instantly. 

Statistics

VAR00009
250

0
2,6960
2,6184a

2,00
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1,30480

1,00
5,00

Valid
Missing
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Calculated from grouped data.a. 
 

VAR00009
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Figure 4.9  

Students’ errors should be corrected instantly. 
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Forty-seven percent of teachers were of the opinion that students’ errors should be 

corrected instantly. However, approximately one fifth of those interviewed thought 

instant error correction might be a barrier to learning English, which shows that 

teachers follow a wrong error correction strategy and may affect both fluency and 

accuracy. 
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Table 4.10 

I have a good knowledge and understanding of modern testing procedures. 

Statistics

VAR00010
250

0
3,2640
3,2953a

3,00
1,11682
1,24729

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00010

15 6,0 6,0 6,0
49 19,6 19,6 25,6
78 31,2 31,2 56,8
71 28,4 28,4 85,2
37 14,8 14,8 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.10 

I have a good knowledge and understanding of modern testing procedures 
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A large number of people surveyed claimed that they were not good at modern 

testing procedures while thirty percent of those asked had no ideas about the issue. 

This implies that most instructors of English do not take a testing course during their 

pre-service education or are not capable of preparing a test or even if they have done 

a testing course, it is not unsatisfactory. 
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Table 4.11 

I pay attention to the practice of different language skills in the class. 

Statistics

VAR00011
250
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2,4353a

2,00
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Valid
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Calculated from grouped data.a. 
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Figure 4.11  

I pay attention to the practice of different language skills in the class. 
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A small number of participants believed that they did not consider four integrated 

language skills important in process of language teaching/learning although over half 

teachers said they paid adequate attention to the practice of language skills in the 

language classroom. 
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Table 4.12 

I am firm but reasonable; fair and consistent. 

Statistics

VAR00012
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Calculated from grouped data.a. 
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Figure 4.12 

I am firm, but reasonable; fair and consistent. 
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Most teachers have a pleasant personality, which is shown by the fact that forty-six 

percent of participants consider themselves fair, reasonable and consistent. 
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Table 4.13 

I like to teach in a relaxed, pleasant atmosphere. 
 
 
 
VAR00013 

Statistics

VAR00013
250

0
2,0200
1,9674a

2,00
,83329
,69438

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
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Calculated from grouped data.a. 
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Figure 4.13 

I like to teach in a relaxed, pleasant atmosphere. 

Of the 250 respondents, seventy –three percent of teachers reported that they chose 

to teach in an emotionally safe class. This suggests that most teachers are good at 

interpersonal skills and also emotionally intelligent. 
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Table 4.14 

I like to learn and develop myself in process of teaching. 

Statistics

VAR00014
250

0
2,4200
2,3515a

2,00
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1,08795

1,00
5,00

Valid
Missing

N

Mean
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Mode
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Maximum

Calculated from grouped data.a. 
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250 100,0 100,0
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5,00
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Figure 4.14 

I like to learn and develop myself in process of teaching. 
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Even though a small proportion of teachers do not tend to develop themselves, 

approximately sixty percent of teachers enjoy improving themselves professionally. 

This implies that teachers are open to career development.  
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Table 4.15 

I enjoy collaborating with my colleagues to be able to teach effectively. 

Statistics

VAR00015
250

0
3,6360
3,6536a

4,00
,91370
,83484

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00015

2 ,8 ,8 ,8
25 10,0 10,0 10,8
79 31,6 31,6 42,4

100 40,0 40,0 82,4
44 17,6 17,6 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 

 
Figure 4.15  

I enjoy collaborating with my colleagues to be able to teach effectively. 
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31,6%
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I have no idea

I agree

I strongly agree

I strongly disagree
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I disagree
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The majority of teachers who were asked stated that they did not like to collaborate 

with their colleagues, which shows that instructors teaching at universities do not like 

to cooperate with their peers and are against collaborative learning. 
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Table 4.16 

I see myself as an independent agent functioning alone. 

Statistics

VAR00016
250

0
2,2680
2,1834a

2,00
,95489
,91182

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00016

49 19,6 19,6 19,6
121 48,4 48,4 68,0

48 19,2 19,2 87,2
28 11,2 11,2 98,4

4 1,6 1,6 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.16 

I see myself as an independent agent functioning alone. 

VAR00016
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19,6%

I agree

I strongly agree

I strongly disagree
1,6% 

I disagree
11,2% 

I have no idea
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A small number of teachers said they adopted a dependent or cooperative role while 

two third of them adopted an independent role functioning alone. This indicates that 

teachers are against cooperative learning and cooperation.  
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Table 4.17 

I always evaluate myself after the lesson is over. 

Statistics

VAR00017
250

0
3,6640
3,7284a

4,00
1,02141
1,04328

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00017

7 2,8 2,8 2,8
26 10,4 10,4 13,2
66 26,4 26,4 39,6
96 38,4 38,4 78,0
55 22,0 22,0 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 

 
Figure 4.17 

I always evaluate after the lesson is over. 
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26,4%
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I agree

I strongly agree

I disagree
38.4 

 

I strongly disagree
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Most teachers questioned reported they did not tend to evaluate themselves after the 

lesson was over in contrast with those who opposed this idea. This suggests that 

teachers are not in favour of evaluation or good at decision-making.  
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Table 4.18 

I am continuously aware of the need to evaluate the quality of my work. 

 

VAR00018

12 4,8 4,8 4,8
34 13,6 13,6 18,4
61 24,4 24,4 42,8

122 48,8 48,8 91,6
21 8,4 8,4 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.18 

I am continuously aware of the need to evaluate the quality of my work. 

VAR00018

8,4% 

24,4%

13,6%

4,8%I strongly disagree

I have no idea

I agree

Statistics 
VAR00018 

250
0

3,4240
3,5301a

4,00
,98799
,97613

1,00
5,00

Valid 
Missing 

N

Mean 
Median 
Mode 
Std. Deviation
Variance 
Minimum 
Maximum 

Calculated from grouped data.a. 

I strongly agree

I disagree
48,8% 
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Almost half of those surveyed put out that they evaluated the quality of their work. 

This suggests that most teachers do not evaluate their teaching styles, skills, 

professional competence or teaching philosophy. 
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Table 4.19  

I am self critical of my work. 

Statistics

VAR00019
250

0
3,5240
3,5649a

3,00
1,17599
1,38296

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00019

11 4,4 4,4 4,4
40 16,0 16,0 20,4
74 29,6 29,6 50,0
57 22,8 22,8 72,8
68 27,2 27,2 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
Figure 4.19 

I am self critical of my work. 
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29,6%

16,0%

4,4%

I have no idea

I agree

I strongly agree

I strongly disagree

22,8% 
I disagree
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Most teachers of English are  not in favour of being critical of their work, which is 

shown by the fact that fifty percent of them claim they do not evaluate their own 

work. Nevertheless, a small number of them like to criticize their teaching. 
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Table 4.20 

I would choose to become an English instructor if I had to choose my career 

again. 

Statistics

VAR00020
250

0
2,5280
2,4917a

2,00
,95754
,91688

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

 

VAR00020

33 13,2 13,2 13,2
95 38,0 38,0 51,2
86 34,4 34,4 85,6
29 11,6 11,6 97,2

7 2,8 2,8 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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Figure 4.20 

I would choose to become an English teacher if I had to choose my career again. 

Generally speaking, most teachers are pleased with their choice of career, which is 

shown by the fact that over half the teachers chose to become their career. 

Nevertheless, a small proportion of teachers said they would not prefer to become an 

English teacher again. 
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11,6% 

38,0%

13,2%
I disagree
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I have no idea
34,4% 

I strongly disagree
2,8% 



 
 

 
 

333

Table 4.21 

I feel satisfied with my job. 

Statistics

VAR00021
250

0
2,5200
2,4920a

2,00
,90603
,82088

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00021

29 11,6 11,6 11,6
100 40,0 40,0 51,6

87 34,8 34,8 86,4
30 12,0 12,0 98,4

4 1,6 1,6 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
 
Figure 4.21 

I feel satisfied with my job. 
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12,0% 

40,0%

11,6%
I disagree

I agree

I strongly agree

I have no idea
34,8% 

I strongly disagree
1,6% 
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Almost half of those who were asked claimed that they were satisfied with their job. 

However, thirteen percent of teachers were dissatisfied with their career, which 

indicates that most teachers holding a teaching position like their career.  
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Table 4.22 

I am professional in attitude. 

Statistics

VAR00022
250

0
2,6160
2,5744a

2,00
,87154
,75958

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00022

18 7,2 7,2 7,2
102 40,8 40,8 48,0

93 37,2 37,2 85,2
32 12,8 12,8 98,0

5 2,0 2,0 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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2,0% 

12,8% 

40,8%

7,2%I disagree

I  agree

I strongly agree

37,2% 
I have no idea

I strongly disagree
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Figure 4.22 

I am professional in attitude. 

Although the minority of teachers stated that they were not professional in attitude, 

fifty percent of them had a professional attitude towards their career. This shows that 

professionalism is becoming more and more popular at universities. 
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Table 4.23 

I am a regular participant in in-service training. 

Statistics

VAR00023
250

0
3,8280
3,8587a

4,00
,83016
,68917

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00023

1 ,4 ,4 ,4
15 6,0 6,0 6,4
60 24,0 24,0 30,4

124 49,6 49,6 80,0
50 20,0 20,0 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
Figure 4.23 

I am a regular participant of in-service training. 
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20,0% 

49,6% 

24,0%

6,0%

,4%

I strongly disagree

I disagree

I have no idea

I agree

I strongly agree
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Most instructors of English do not consider in-service teacher training courses 

satisfactory, which is shown by the fact that seventy percent of teachers did not 

attend in-service courses for professional development. 
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Table 4.24 

I recognize the need to continue my personal development of new skills and 

knowledge. 

Statistics

VAR00024
250

0
2,5400
2,5202a

2,00
,70597
,49839

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

 

VAR00024

10 4,0 4,0 4,0
114 45,6 45,6 49,6
109 43,6 43,6 93,2

15 6,0 6,0 99,2
2 ,8 ,8 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 

 
 

 

VAR00024

8% 

6,0% 

43,6% 
45,6%

4,0%

I strongly disagree

I disagree

I agree

I strongly agree

I  have no idea
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Figure 4.24 

I recognise the need to continue my personal development of new skills and 

knowledge. 

Fifty percent of teachers who were surveyed stated that they needed to develop their 

teaching skills and pedagogic content knowledge, which indicates that teachers can 

recognize their weaknesses as well as strengths. 
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Table 4.25 

I keep up-to-date with my educational reading. 

Statistics

VAR00025
250

0
2,6840
2,6571a

3,00
,73369
,53830

1,00
4,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00025

7 2,8 2,8 2,8
98 39,2 39,2 42,0

112 44,8 44,8 86,8
33 13,2 13,2 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.25  

I keep up-to-date with my educational reading. 
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39,2%

2,8%

I agree

I strongly agree

I have no idea
44,8% 

I disagree
13,2% 
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Forty-two percent of instructors of English like to read in their own field. However, a 

small number of teachers do not prefer to read. This implies that teachers like to keep 

up to date with developments in ELT. 
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Table 4.26 

I am committed to the growth and development of the university. 

Statistics

VAR00026
250

0
2,8720
2,8063a

3,00
,86406
,74660

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00026

5 2,0 2,0 2,0
86 34,4 34,4 36,4

105 42,0 42,0 78,4
44 17,6 17,6 96,0
10 4,0 4,0 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.26 

I am committed to the growth and development of the university. 
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17,6% 

34,4%

2,0%

I agree

I strongly agreeI strongly disagree
4,0% 

I have no idea
42,0% 

I disagree
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Most of the teachers who were questioned claimed that they were committed to the 

growth and development of the university, which shows that teachers at universities 

are dedicated and willing to contribute to the quality of education.  
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Table 4.27 

I participate in professional seminars or conferences 

Statistics

VAR00027
250

0
2,6240
2,5854a

2,00
,80325
,64520

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00027

12 4,8 4,8 4,8
106 42,4 42,4 47,2

99 39,6 39,6 86,8
30 12,0 12,0 98,8

3 1,2 1,2 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
 
Figure 4.27  

I participate in professional seminars and conferences. 
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1,2% 

12,0% 

42,4%

4,8%
I disagree

I agree

I strongly agree

I have no idea
39,6% 

I strongly disagree
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Most teachers like to take part in professional seminars or conferences. This indicates 

that they find this sort of educational events very satisfactory or useful. However, 

forty percent of teachers did not express their views on this issue.  
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Table 4.28 

The university at which I teach organizes in-service training courses. 

Statistics

VAR00028
250

0
3,1400
3,1563a

3,00
,99416
,98835

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00028

9 3,6 3,6 3,6
62 24,8 24,8 28,4
83 33,2 33,2 61,6
77 30,8 30,8 92,4
19 7,6 7,6 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
 
Figure 4.28 

The university at I which I teach organises in-service training courses 
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7,6% 

30,8% 

33,2%

24,8%

3,6%

I strongly disagree
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I have no idea
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I strongly agree
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One third of teachers surveyed argued that the universities they worked did not 

organize in-service training courses although one fourth of instructors thought they 

were provided with courses. This suggests that while universities with a development 

policy provide in-service teachers for teachers, universities which do not provide in-

service courses have no development policy.  
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                                            Table 4.29 

I feel that I am aware of my professional development needs 

Statistics

VAR00029
250

0
2,7680
2,7056a

2,00
,94962
,90178

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00029

15 6,0 6,0 6,0
93 37,2 37,2 43,2
87 34,8 34,8 78,0
45 18,0 18,0 96,0
10 4,0 4,0 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.29 

I feel that I am aware of my professional needs. 
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4,0% 

18,0% 
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37,2%
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Almost half instructors of English who participated in the questionnaire claimed they 

were aware of their professional development needs, which indicates that they can 

determine or realize their weaknesses in their career. Yet, forty percent of teachers 

did not show interest in professional needs or were unaware of them.  
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Table 4.30 

I think I am blocked by established senior staff. 

Statistics

VAR00030
250

0
3,1560
3,1494a

3,00
1,03922
1,07998

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00030

11 4,4 4,4 4,4
58 23,2 23,2 27,6
89 35,6 35,6 63,2
65 26,0 26,0 89,2
27 10,8 10,8 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.30  

I think I am blocked by established senior staff. 
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10,8% 

26,0% 

35,6%

23,2%

4,4%

I strongly disagree

I disagree

I have no idea

I agree

I strongly agree
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Of the 250 respondents questioned, thirty-seven percent of teachers said they were 

not blocked by established senior staff. In contrast, twenty-eight percent of them put 

out that they were blocked by their senior colleagues. This indicates that senior 

teachers prevent inexperienced teachers from acting freely and as a result, there is a 

clash between many young teachers and their senior colleagues or do not understand 

each other due to generation gap.. 
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Table 4.31 

I strongly believe that I take too many roles and responsibilities. 

Statistics

VAR00031
250

0
2,5760
2,5333a

2,00
,95912
,91990

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00031

29 11,6 11,6 11,6
96 38,4 38,4 50,0
84 33,6 33,6 83,6
34 13,6 13,6 97,2

7 2,8 2,8 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.31  

I strongly believe that I take on too many roles and responsibilities. 
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33,6% 
38,4%

11,6%
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I strongly agree
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I strongly disagree
2,8% 

I disagree
13,6% 
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Most teachers have to work under a big burden which is shown by the fact that 

a large proportion of teachers argued that they took on too many responsibilities and 

roles even though a small number of teachers were pleased with the responsibilities 

they received. 
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Table 4.32 

I share my methodology or teaching style with peers or colleagues 

Statistics

VAR00032
250

0
3,6280
3,6484a

4,00
,91046
,82893

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

 
Figure 4.32 I share my methodology or teaching style with my peers or 

colleagues. 

 

Approximately sixty percent of teachers did not choose to share their methodology 

and teaching style with their colleagues. This suggests that instructors working at 

universities do not like to cooperate with their colleagues and prefer to work 

independently of one another.  
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40,8% 

32,0%

9,2%

1,2%

I disagree

I have no idea

I agree

I strongly agree

I strongly disagree
16,8% 
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Table 4.33 

I observe my colleagues’ lessons. 

Statistics

VAR00033
250

0
3,4040
3,4404a

4,00
,87398
,76384

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00033

4 1,6 1,6 1,6
33 13,2 13,2 14,8
91 36,4 36,4 51,2

102 40,8 40,8 92,0
20 8,0 8,0 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.33 

I observe my colleagues’ lessons. 
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8,0% 

40,8% 

36,4%

13,2%
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Half teachers of English said they had never taken a chance to observe their 

colleagues’ lessons though thirty six of them had no ideas. This indicates that 

teachers are against classroom observation or peer teaching, which helps them to 

develop themselves professionally. 
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Table 4.34 

I believe that every teacher should evaluate themselves to provide best practice. 

Statistics

VAR00034
250

0
3,1760
3,2284a

3,00
,82690
,68376

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00034

7 2,8 2,8 2,8
40 16,0 16,0 18,8

111 44,4 44,4 63,2
86 34,4 34,4 97,6

6 2,4 2,4 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 
 

 
Figure 4.34  

I believe that every teacher should evaluate themselves to provide best practice. 
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16,0%

2,8%

I strongly disagree

I disagree

 I have no idea

I agree

I strongly agree



 
 

 
 

359

Whereas eighteen percent of teachers needed to evaluate their own teaching, thirty-

seven percent of them were against the idea of self assessment or appraisal. This 

shows that teachers at universities can not find a starting point to help them to reach 

best practice. 
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Table 4.35 

I find my pay satisfactory. 

Statistics

VAR00035
250

0
3,4280
3,4703a

4,00
,94678
,89640

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00035

8 3,2 3,2 3,2
29 11,6 11,6 14,8
89 35,6 35,6 50,4
96 38,4 38,4 88,8
28 11,2 11,2 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
 

Figure 4.35 

I find my pay satisfactory. 
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I agree
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38,4% 
I disagree
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Half the teachers said they found their pay unsatisfactory while only a small number 

of them were satisfied with their pay. This suggests that teachers at state and 

foundation universities ask for a rise and they do not like their pay. 
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Table 4.36 

I personally believe that teaching is an overvalued job. 

 

VAR00036

2 ,8 ,8 ,8
7 2,8 2,8 3,6

57 22,8 22,8 26,4
119 47,6 47,6 74,0

65 26,0 26,0 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.36  

I personally believe that teaching is an over-valued job. 
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47,6% 

22,8%

2,8%

8%

I disagree

I have no idea

I agree

I  strongly agree

Statistics 
VAR00036 

250
0

3,9520
3,9943a

4,00
,81999
,67239

1,00
5,00

Valid 
Missing 

N

Mean 
Median 
Mode 
Std. Deviation
Variance 
Minimum 
Maximum 

Calculated from grouped data.a. 

I strongly disagree
26,0% 
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Most teachers claimed that teaching was not an over-valued career, but they found it 

under-valued, which indicates that they do not like the career they do and the public 

do not respect teachers and teaching. 
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Table 4.37 

Professional development is very important to me. 

Statistics

VAR00037
250

0
2,3360
2,3265a

2,00
,83058
,68986

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00037

36 14,4 14,4 14,4
114 45,6 45,6 60,0

82 32,8 32,8 92,8
16 6,4 6,4 99,2

2 ,8 ,8 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
 
Figure 4.37 

Professional development is very important to me. 
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Most of teachers take teacher learning or development seriously. Fifty-three percent 

of participants surveyed stated that professional development was very important.  
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Table 4.38 

There is a teacher trainer or advisor I can take advice or consult with. 

Statistics

VAR00038
250

0
3,5160
3,5990a

4,00
,93662
,87725

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00038

10 4,0 4,0 4,0
24 9,6 9,6 13,6
67 26,8 26,8 40,4

125 50,0 50,0 90,4
24 9,6 9,6 100,0

250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.38 

There is a teacher trainer or advisor I can take advice or consult with. 
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The majority of teachers questioned said there was no advisor or consultant to guide 

them at universities. This implies that most universities do not consider teacher 

development important 
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Table 4.39 

I feel I am progressing as a teacher. 

Statistics

VAR00039
250

0
2,7200
2,6923a

3,00
,91923
,84498

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

VAR00039

20 8,0 8,0 8,0
84 33,6 33,6 41,6
98 39,2 39,2 80,8
42 16,8 16,8 97,6

6 2,4 2,4 100,0
250 100,0 100,0

1,00
2,00
3,00
4,00
5,00
Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

 

 
Figure 4.39 

I feel I am progressing as a teacher. 
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A large number of teachers who were asked said they progressed a great deal, which 

shows that teacher learning or development is a must in TEFL. 
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Table 4.40 

I am willing to judge myself and be judged by others. 

Statistics

VAR00040
250

0
3,2560
3,2843a

3,00
,82534
,68119

1,00
5,00

Valid
Missing

N

Mean
Median
Mode
Std. Deviation
Variance
Minimum
Maximum

Calculated from grouped data.a. 
 

 
Figure 4.40 

I am willing to judge myself and be judged by others. 

Most teachers do not support the idea that self-appraisal or peer evaluation works 

efficiently, which is shown by the fact that approximately forty percent of teachers 

surveyed said they were not willing to judge and be judged. 
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CHAPTER FIVE 
 

 

CONCLUSION 
 

5.1 Summary of Study 

 

In this study, we have tried to identify serving or practising teachers’ 

satisfaction with their initial or pre-service education they have received and also 

their attitudes towards teacher learning or development. 

 

A quantitative method was used so as to carry out this research study. 

Therefore, a questionnaire was conducted at universities and the 250 serving 

instructors of English at universities were questioned to measure their satisfaction 

with their pre-service education and their attitudes towards professional 

development. 

 

This was a research-theory study. First, theory on initial teacher education 

and professional development was gathered, so this is considered to be a descriptive 

study. Then, research was done into these two aspects of the teaching career. 

 

5.2 Discussion of Results 

 

On the basis of these findings in the first part, it would seem that instructors 

of English are not satisfied with initial or pre-service education they have received. 

The results of this research are as follows: 

• It can be said that much of what happens in teaching is unknown to teachers. 

• They argue that initial teacher education is unsatisfactory. This must have 

influenced the quality of their teaching style, philosophy and skills. 

• While half of them are confident in their subject or domain knowledge, the 

rest do not have confidence in it. It is obvious that teachers are not satisfied 
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with knowledge of subject they have gained. This will probably affect their 

theoretical basis. Without it, no one can provide best practice. 

• Pedagogic content knowledge is considered to be a must. This proves that 

teachers working at universities think of pedagogy to be of great importance. 

It is foreseeable that it is pedagogical content knowledge which helps 

teachers to provide effective teaching.  

• Teachers are not content with traditional teacher education models. A striking 

example of this is behaviouristic teacher education (model based, craft 

approach). They would like to have been educated through progressive 

education models like constructive teacher education model. 

• Although teachers see grammar as very important, they can not teach it 

communicatively, inductively and functionally. Learning grammar 

deductively will never give learners a chance to improve their cognitive skills 

and to learn grammar for communication. Needless to say, they know a lot 

about the rules, but they can not communicate or express their feelings. 

• Most teachers also like to teach to the book. It is a fact that they get stuck in 

the textbook and they do not reflect their background, vision, teaching skills, 

creativity or critical skills. They just do the activities the author has 

recommended. 

• Teachers hold that they can use time effectively. This indicates that teachers 

are good at time management and four dimensions of structuring: openings, 

sequencing, pacing and closure. 

• Teachers believe that the program does not meet students’ needs. As a result, 

it may be said that teachers will have difficulty in motivating and arousing 

students’ interest. 

• Teachers correct learners’ errors or mistakes instantly. This will decrease 

fluency, but increase accuracy. 

• It is generally maintained that teachers can not design, administer and 

evaluate a test or exam at all on the grounds that they may not have taken a 

testing course which is not included in teacher education curriculum except 

for few universities. 
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• One surprising finding is that teachers pay attention to the four integrated 

skills adequately. They seem to pursue a skill-based syllabus. 

• It is widely felt that teachers have a pleasant personality and treat students 

fairly and consistently. 

• It is often maintained that teachers like to teach in an emotionally safe class 

or they always avoid clash or tension in the language classroom. 

 

In the second part of the questionnaire, this study has aimed to measure 

teachers’ attitude towards teacher learning or development and professional 

development. The results of the questionnaire reveal that serving teachers at 

universities have a negative attitude towards professional development. 

• Much can be learned about teaching through self-inquiry, 

• Experience is insufficient as a basis for development. 

• Critical reflection can trigger a deeper understanding of teaching. 

• Teachers like to learn as they teach. For this reason, experiential learning 

plays an important part in teacher development. 

• It appears that teachers do not like to collaborate with their colleagues as they 

prefer to work individually. The way how they are educated does affect the 

way how they work. 

• It can be claimed that teachers do not tend to evaluate themselves after the 

lesson is over. This will probably result in ineffective teaching. 

• Teachers are not critical of their work or do not evaluate the quality of their 

work. 

• Many teachers argue that they would choose to become an English teacher. 

This indicates that teaching English is becoming more and more popular with 

teachers in spite of its being undervalued. 

• Most teachers feel satisfied with their career. This is because there are many 

job opportunities, career prospects and working conditions which are better 

than those of instructors from different subjects. 

• Half the teachers feel that they are professional in attitude. This is a 

contradiction between their negative attitude towards professionalism and 

their choice. 
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• A further surprising finding is that teachers do not find in-service teacher                               

education and training fruitful owing to its being knowledge-based rather 

than outcome-based. 

• It is widely maintained that teachers like to read in their field. They will 

possibly reflect culture of teaching on students. 

• Instructors dedicate themselves to the growth and development of the 

            universities they teach at as they would like to contribute to the quality of the    

            education. 

• A major result is teachers would rather not participate in seminars or 

conferences. This is because they do not probably think of them to be 

invaluable and they may not address to teachers. 

• Some of the progressive universities with a quality education policy offer 

teachers in-service training courses, which are likely to help them develop 

professionally whereas some universities with a traditional program do not 

give teachers a chance to participate in refresher courses. 

• Many teachers are aware of their professional development needs. This will 

lead them to promote in their field. Indeed, teachers’ awareness of their 

weaknesses and strengths might be a turning point in their career. 

• Whereas many teachers complain about established senior staff who block 

their colleagues, some like to cooperate with one another. 

• Many teachers claim that they take on too many roles and responsibilities. 

Teachers work under difficult working conditions. A typical example of this 

is they spend most their time marking, correcting and checking assignments, 

actual teaching, preparing lessons, etc. 

• It seems that senior staff or experienced teachers do not support the view that 

they must share their teaching experience, philosophy and style with their 

peers while the younger ones are open to cooperation. 

• Most teachers believe that they are against observing their colleagues in order 

that they can provide best practice or improve their teaching style, skills and 

knowledge. 
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• A large number of teachers do not need to evaluate their own teaching. As a 

result of this, they will always keep teaching in the same way. This shows 

that they are all in a rut. They do not have an inquiring mind. 

• The majority of teachers feel that teaching is an undervalued job because the 

public do not respect education and teachers and also moral values have 

recently changed a great deal. 

• Instructors do not consider teacher development very important although they 

enjoy reading in their field. This is because there are no chances of promotion 

or career prospects. 

• Most universities do not hire a teacher trainer or advisor for the growth of 

teachers. This really affects their professional performance. 

• What is pleasing is that they feel they are progressing in their career. Spiritual 

intelligence plays an important role in success. 

• Most teachers are against being judged by their colleagues and students. This 

is because of lack of confidence in themselves. On the contrary, peer teaching 

or observation is an important part of teacher learning. 

  

5.3 Recommendations for Pre-service or Initial Teacher Education 

 

• Educational change and reforms should be implemented as soon as possible. 

• The National Education Department should work in cooperation with 

universities to prepare prospective teachers for the industry. 

• BA or MA programmes should be outcome based rather than knowledge-

based. 

• Initial teacher education should be reorganized and modernized by educators 

as pre-service education can not satisfy the needs of future teachers. 

• Educational policies should be determined by only professionals on the 

grounds that political pressure makes education worse. 

• Pre-service teacher education should be accredited with EU standards and 

entrance into the teaching career should be made more difficult. 
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• Initial teacher education should be dependent on practice and future teachers 

should spend at least one third of their education at schools so that they can 

prepare themselves for the future. 

• Teacher educators or trainers should gain a new insight into initial teacher 

education due to the fact that they know little about teacher education. 

• Traditional teacher education models should be no longer applied in 

education faculties. Teacher educators should avoid viewing themselves as 

‘someone imparting or transmitting information’. 

• Progressive teacher education models like constructive and social 

constructive teacher education models should be in effect. 

• Teacher educators and trainers should be educated so that they can provide 

well-educated and equipped prospective teachers. 

• Universities should be autonomous and education should be decentralized. 

• Teachers should have subject or domain knowledge and pedagogic content 

knowledge because both of them complement each other for best practice. 

• Teachers should implement managerial, interpersonal and instructional roles 

effectively. 

• Teachers’ working conditions should be bettered so that they will be satisfied 

with teaching as a career. 

• Teachers should be able to be good at decision-making such as planning, 

interactive and evaluative decisions so as to take the right decisions before, 

during and after the lesson. 

• Teachers should be able to evaluate the lesson to see the strengths and 

weaknesses. 

• Teachers should do sufficient preparation for the lesson. 

• Teachers should arouse students’ interest in the subject matter. 

• The lesson should address to the students’ needs. 

• Teachers should select and design appropriate materials to the needs of 

learners. 

• Teachers should determine learning or instructional objectives. 

• Teachers should be able to do a variety of activities. 

• They should develop learner autonomy. 
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• Teachers should make more effective use of time. 

• Teachers should involve students more actively in the lessons. 

• Teachers should improve the quality of whole-class teaching, group work, 

pair work and individual work. 

• Teachers should use more open questioning in class discussion. 

• Teachers should be confident in their range of subject knowledge. 

• Teachers should talk less and get the students to talk more. 

• Teachers should teach communicative use of the grammar. 

• Teachers shouldn’t let students get stuck to the book or teach to the book. 

• Teachers should take students’ special learning needs into account. 

• Teachers provide the maximum amount of language practice. 

• Teachers should give students the opportunity to use English. 

• Teachers should consider instructional objectives important. 

• Teachers should keep track of syllabus or curriculum. 

• Teachers should have interpersonal skills or be emotionally intelligent. 

 

5.4 Suggestions for Professional Development 

 

• Teachers should get a chance to observe one another as peer assessment or 

observation will be able to improve their teaching quality. 

• Universities should provide instructors of English with refresher courses in 

order to update their knowledge on methodology. 

• Universities should determine a foreign language teaching policy. 

• Inexperienced teachers should work with mentors, who will guide them 

during their beginning or induction stage.  Mentoring or coaching has 

recently become very popular with many universities. 

• Teachers should adopt a positive attitude towards self-appraisal and be open 

to judge themselves. 

• Teachers should learn to enquire their teaching style as much can be learnt 

through self-inquiry to improve their teaching. 
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• Teacher learning should be life-long. It is a fact that experiential learning 

helps teachers develop themselves as they teach. 

• Teachers should keep up-to-date with their educational reading. As long as 

they read in their own field, they will keep up with the latest developments in 

ELT. 

• Teachers should participate in in-service programmes regularly. However, 

INSET programmes should be revised as most of them can not meet teachers’ 

needs. 

• Teachers should do post-graduate programmes on completion of BA in ELT. 

Both MA and Ph D programmes should be outcome based. In other words, 

these two programmes should be able to prepare candidates for school or 

university development. 

• Teachers should belong to professional organizations, where they will get a 

chance to cooperate with their peers and learn a great deal from each other. 

For this reason, social constructive teacher education model will facilitate 

teachers to collaborate with their colleagues on the path to professional 

development and competence. 

• Teachers should be committed to the growth of the university. The 

university’s success will not be possible without the commitment and 

dedication of the staff. 

• Teachers should be professional in attitude. To put it another way, 

professionalism means learning to teach effectively or reaching competence 

in ELT. 

• Teachers should collaborate or cooperate with colleagues. This will give them 

a chance to learn team teaching and team spirit. 

• They should participate in professional seminars or conferences in which they 

will be able to share ideas with their peers and find a starting point for 

development. 

• Teachers’ working conditions should be improved as they take too many 

roles and responsibilities. 

• Universities should hire a teacher trainer or educator teachers can consult 

with. While some experts support the view that teachers can learn to teach by 
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enquiring their own teaching, others advocate the idea to work with advisors 

or teacher educators. 

• Teachers should recognise their own present and future training needs. 

Needless to say, if they can raise their awareness, this will lead them to 

appraisal and then improvement of their weaknesses. 

• Teachers should be able to select a career path appropriately to reach goals. 

• They should evaluate the quality of their work performance. 

• They should continually appraise the work they do. 

• They should analyse their work and progress. 

• Universities should have an in-service training policy. 

• There should be supervision at universities. 

• There should be an expert to consult about different aspects of ELT. 

• Universities should organise in-service training courses. 

• Teachers should be open and willing to be judged by administrators, parents, 

educators, colleagues. 

• There should be a teacher trainer or an advisor they can take advice or consult 

with. 

• Teachers should share their methodology or teaching style with peers. 

• Teachers should allow their students to evaluate their teaching. 

• Teachers should be able to talk to their colleagues about students’ 

performance and problems. 

• Teaching should be an overvalued job. 

• Inexperienced teachers shouldn’t be blocked by established senior staff. 

• Teachers should be critical of their work. 

• They should always evaluate themselves after the lesson is over. 

• They should be able to reflect on their personal performance. 

• Teachers should keep a good balance between their work for school and time 

for their personal lives. 

• Teachers share their methodology or teaching style with peers. 

• They should keep a teaching journal. 

• Universities should have a teacher development policy. 
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5.5 Future Works 

 

• Progressive pre-service teacher education models like constructive or social 

constructive should be examined to see whether or not they work effectively 

in preparation of student teachers, observing and questioning their opinion of 

teacher education models or satisfaction with them.    

• Doing a pilot study, two groups of student teachers could be educated through 

either constructive (cognitive) or model based teacher education model. 

Those taking an MA or Ph D in ELT may also compare and contrast these 

two models to propose a more effective teacher education model for teacher 

educators.  

• An effective initial teacher education curriculum which satisfies student 

teachers’ needs might be developed in order to propose a good quality 

syllabus. 

• INSET (In-service teacher education or training) could be examined to 

determine serving or practicing teachers’ satisfaction with it as INSET 

programs should be improved and made more effective and out-come based. 

• Professionals should investigate enquiry-based professional development 

models like reflective learning which may be an ideal way of teacher learning 

or development. 

• Also, peer observation or assessment could be examined at schools or 

universities to see how effective it is in professional development. 

• Life-long learning, which is widely used, should be researched and be a part 

of teacher learning. 

• Universities should encourage researchers to do research into mentoring, 

which is becoming more and more popular. Indeed, mentoring may meet the 

needs of practicing teachers. 

• Universities and schools should collaborate with one another to better initial 

teacher education. Experts on ELT can be asked to prepare reports on pre-

service teacher education. These reports will lead both sides to see where pre-

service education is. 
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• Teacher trainers or educators should be sent abroad to do research into initial 

teacher education, INSET and teacher development. They will be able to gain 

a new insight into these three aspects of teaching career. 

 

5.6 Contributions to Science 

 

• It is proposed that constructive teacher education model is likely to satisfy 

student teachers’ needs as it is a cognitive-based model and teachers can 

construct their own teaching philosophy. 

• A striking conclusion drawn is that model based pre-service teacher model 

which has dominated second teacher education in Turkey since the 1950s can 

not be effective since it depends on the imitation of teacher educator, who 

imposes his opinions on student-teachers.. 

• It is also suggested that inquiry-based teacher development model like 

reflective learning will facilitate serving or practising teachers to learn and 

provide best practice as reflective learning encourages teachers to evaluate 

their own teaching. 

• It is vital that INSET teacher education and training programs can not satisfy 

practising teachers’ needs and as result, they should be renewed. 

• Another striking proposal is that teacher educators should approach to the 

training of future teachers from a different perspective as they know little 

about it. 

• A further recommendation is that much of what happens in teaching is 

unknown to serving teachers. For this reason, pre-service teacher education is 

not effective. 

• It is essential that a new teacher education curriculum should be proposed. 

This may open a new era in process of teacher education. 

• The recommendation that life-long learning should be adopted as a lifestyle 

will lead serving teachers to keep learning during their career.. 

• We also insist that peer observation and teaching has been proved to be a 

very effective way to reach professional competence. 
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• An additional contribution is that reflective learning will provide teachers 

with individual career development, depending on critical thinking and 

enquiry skills. 
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APPENDIX 

QUESTIONNAIRE 

 
Dear Colleague,                                                                                                    Nov.29, 2005 

    

I am doing a PH D in English Language Teaching at Dokuz Eylül University, where I have 

been doing research into Teacher Education and Professional or Teacher Development for the 

past six years. 

 

This questionnaire consisting of two parts aims to assess teachers’ satisfaction with their 

initial or pre-service education and their attitude towards professional development. 

 

I would appreciate it if you could spare a few minutes for this questionnaire. Thank you for 

your assistance and cooperation. 

 

Best wishes, 

 

Osman Sabuncuoğlu 

İstanbul Kültür University 

English Instructor 
 

 

PERSONAL DETAILS 

Gender    : Male.... Female.... 

Age       : (21-25)....(26-30)....(31-35)....(36-40)....(41-45).... 

              (46-over).... 

Graduation: ....................University... 

Degree    : BA.....       MA......      Ph D..... 

Major     : ELT....Literature....Linguistics....Translation.... 

Institution: ................University 

Teaching experience:(1-3 years)....(4-6 years)....(7-10 years).... 

                      (11-15 years)....(16-over).... 

Length of employment: .......years 

at university 
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PART ONE 
 

PRE-SERVICE OR INITIAL TEACHER EDUCATION 
Indicate your attitude to professional development by ticking from 
the scale that best corresponds to your feelings. 
1 (Strongly Agree)    2 (Agree)        3 (Undecided)        
4 (Disagree)   5 (Strongly Disagree) 
 
 
 

 

 

STRONGLY 
AGREE AGREE NEUTRAL DISAGREE STRONGLY 

DISAGREE 

1. 
I feel that pre-service teacher education is 
not satisfactory.      

2. 
I am confident in my range of subject 
knowledge.      

3. Pedagogic content knowledge is a must. 
      

4. 

Teachers to be should be educated through 
constructive, social constructive and 
humanistic teacher education models 
which are progressive in contrast with 
behaviouristic model-based learning. 

     

5. 
I give the general grammatical rule; then I 
write examples of the rule on the board.      

6. I always teach to the book.      

7. I cannot use time effectively.      

8. 
The system is not relevant to needs of 
students.      

9. 
Students’ errors should be corrected 
instantly.      

10. 
I have a good knowledge and 
understanding of modern testing 
procedures. 

     

11. 
I pay attention to the practice of different 
language skills in the class.      

12. 
I am firm but reasonable; fair and 
consistent.      
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13. 
I like to teach in a relaxed, pleasant 
atmosphere.      

 
         
 

PART TWO 
 

PROFESSIONAL DEVELOPMENT 
 
Indicate your attitude to professional development by ticking from 
the scale that best corresponds to your feelings. 
1 (Strongly Agree)    2 (Agree)        3 (Undecided)        
4 (Disagree)   5 (Strongly Disagree) 
 
 
 

 

 

STRONGLY 
AGREE AGREE NEUTRAL DISAGREE STRONGLY 

DISAGREE 

1. 
I like to learn and develop 
myself in process of teaching. 

     

2. 
I enjoy collaborating with my 
colleagues to be able to teach 
effectively. 

     

3. 
I see myself as an independent 
agent functioning alone 

     

4. 
I always evaluate myself after 
the lesson is over. 

     

5. 
I am continuously aware of the 
need to evaluate the quality of 
my work.  

     

6. I am self critical of my work.      

7. 
I would choose to become an 
English instructor if I had to 
choose my career again. 

     

8. I feel satisfied with my job.      

9. I am professional in attitude.      

10. 
I am a regular participant in 
in-service training. 

     

11. 

I recognize the need to 
continue my personal 
development of new skills and 
knowledge. 
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12. 
I keep up-to-date with my 
educational reading. 

     

13. 
I am committed to the growth 
and development of the 
university. 

     

14. 
I participate in professional 
seminars or conferences. 

     

15. 
The university at which I teach 
organizes in-service training 
courses. 

     

16. 
I feel I am aware of my 
professional development needs. 

     

17. 
I think I am blocked by 
established senior staff. 

     

18. 
I strongly believe that I take 
on too many roles and 
responsibilities. 

     

19. 
I share my methodology or 
teaching style with peers. 

     

20. 
I observe my colleagues’ 
lessons. 

     
 

21. 
I believe that every teacher 
should evaluate themselves to 
provide best practice. 

     

22. I find my pay satisfactory.      

23. 
I personally believe that 
teaching is an overvalued job. 

     

24. 
Professional development is 
very important to me. 

     

25. 
There is a teacher trainer or 
an advisor I can take advice or 
consult with. 

     

26. 
I feel I am progressing as a 
teacher. 

     

27. 
I am willing to judge myself 
and be judged by others. 

     

  


